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The purpose of this causal-comparative research study was to determine the
extent to which ninth-grade student performances are impacted by the small learning
community model. The urban high school of interest performed higher than the district
in all accountability areas, and was comparable to the state in all areas except ninth-grade
on track performance. Transforming this urban school district into small learning
conmiunities was planned in order to address the needs of students with the ultimate goal
of increasing the graduation rate and lowering the dropout rate. The urban school district
being investigated in this study began the SLC transformation process with one school.
That high school went from a comprehensive high school traditional model with a
magnet program to the SLC model with four different academies. This one
comprehensive school is phasing the SLC academies in by grade level. This affords the
school the ability to make adjustments as the model is phased in during 4 years.
1
The SLC model and traditional model of high school and the impact of the school
model on ninth-grade student performance measures. It was proposed that the following
variables were directly related to ninth-grade student achievement: number of absences;
scores on the science, mathematics, and literature EOCTs; number of disciplinary
referrals; GPA; and grade promotion. An investigation was also conducted to determine
if there was a relationship between school model, gender, and student performance.
Teacher perceptions are analyzed to determine their reflections on the processes for any
correlations to the student outcomes. The study was designed to determine if those basic
needs are met through the SLC model or the traditional school model.
The Statistical Package for Social Sciences (SPSS) to analyze the data. Analyses
of variance were used to compare six of the dependent variables between the two school
models and for comparisons of these same variables among the four academies. The
interviews were transcribed and coded to established dominant and emergent themes as it
related to ninth-grade student achievement. Based on the findings, there were statistically
no differences between the SLC and traditional school model for the ninth grade
measures such as EOCT scores in mathematics, science, and English, grade point average
and the number of disciplinary referrals. In addition, students enrolled in the traditional
school model had significantly fewer absences, and there were a larger percentage of
ninth grades students promoted in the traditional model than students who were enrolled
in the SLC model. The researcher concludes that in year one of the implementation of
the SLC model there was no significant impact on ninth grade student outcomes.
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For the past four decades, the traditional high school model has been used to
organize and manage schools. In these large traditional high schools, many students are
given few choices to explore their interests. The traditional model of high schools
consists of the principal, assistant principal, a number of curricular departments with
chairpersons, teachers, students, parents, programs, and stakeholders (Figure 1). The
traditional high school enrollment has reached over 2,000 students (Fischetti & Smith,
2010).
Over the years, the traditional structure has been modified in various ways
(magnet programs, vocational education, elective classes, and extracurricular choices) to
address the needs and interest of students with the goal of students graduating from high
school in 4 years (Oxley & Luers, 2010). However, the desired outcome eluded most
high schools, including the urban school district in this study. According to this urban
school district, national, state, and local data have shown that our high school students are
not receiving the level of rigorous engaging instruction combined with intentional student
support that will ensure their postsecondary success. We are losing between 30% —40%
of our students from the ninth to the 12th grade. Therefore, the urban school district
determined that a way to engage ninth graders in completing their education was to
transform high schools into small learning communities.
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Figure 1. Organization of the Traditional High School
The Bill and Melinda Gates Foundation awards grants to schools all over the
country to help all students graduate ready for college. The Foundation invested $10.5
million to transform the urban district high schools in this study from large
comprehensive traditional high schools to small schools or small learning communities
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(SLCs). The urban school district distinguished the two models by reporting that the
small-schools model has one principal in charge of each autonomous school on the
campus; while the SLC model has one principal who runs a school comprised of smaller
academies (Oxley, 2005). The district’s Board of Education passed a resolution in 2006
to support the high school transformation plans, goals, and timeline. The transformation
process of these large high schools began in 2007. Over 5 years, the high schools were
transformed into SLCs.
Transforming this urban school district into small learning communities was
planned in order to address the needs of students with the ultimate goal of increasing the
graduation rate and lowering the dropout rate. The high school transformation plan
creates smaller 21St century learning centers where students would receive an excellent
educational experience and graduate with real options for lifelong success whether they
choose to attend college or enter the workforce. There is research available that indicates
secondary students learn better in smaller, more personalized settings. Dessoff (2004)
noted the following progress in West Clermont, Ohio:
West Clermont retrofitted the school buildings so that each contained five small
schools with about 200 to 400 students. Although all the data isn’t in yet, the
graduation rate is up 85% and student attendance and behavior have improved
noticeably in the last two years. (p. 36)
The SLC model provides students with programs that are personalized and with
specific themes of interest. The SLC model is similar to the traditional high school
model in that each has one principal, assistant principal(s), a whole school budget, an
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athletic program, extracurricular activities, and elective courses. However, the structure
of the SLC differs by having theme academies, an academy leader, assigned core
teachers, and theme elective courses (see Figure 2). The major difference is the
elimination of core teachers being part of the academic departments. Instead, core
teachers (i.e., science, mathematics, social studies, English) are members of a specific
small learning community. These teachers share a common planning period and teach
the same students. Thus, the students’ education becomes more personalized. By sharing
a group of teachers, the students’ needs can be addressed and interests can be developed.
This format of small learning communities with a core team of teachers mirrors that of
the current middle school setting. This should make the transition easier for most in
coming freshmen.
The urban school district being investigated in this study began the SLC
transformation process with one school in 2008. That high school went from a
comprehensive high school traditional model with a magnet program to the SLC model
with four different academies. Five high schools were transformed into small learning
communities between 2008 and 2011. However, one school neighborhood decided not to
transform the entire school into the small learning community model in one year.
Instead, this one comprehensive school is phasing the SLC academies in by grade level.
This affords the school the ability to make adjustments as the model is phased in during 4
years.
5
Figure 2. Organization of the Small Learning Communities Model
Statement of the Problem
For ninth graders, the transition into high school can be an extremely intimidating
and challenging process. As Reinhard (1997) noted, “Ninth grade is a fragile and
confusing time for young people. They come from smaller and more structured middle
schools and are thrust into large high schools with a lot of freedom” (p. 14). Many high
schools focus on the dropout rate in upper level classes. However, “Most future dropouts
can be identified at the start of high schools, and 80% can be identified by the end of
ninth grade” (Houstoun, 2007, p. 52). Combine the dropout rate with high poverty
schools, many ninth graders are at an obvious disadvantage for success. In the words of
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Gorski (2007), “Regardless of whether a child living in poverty wants to learn,
regardless of whether she’s determined to make the best life for herself, she must first
overcome enormous barriers to life’s basic needs” (p. 5). Therefore, high schools,
especially urban high schools, must focus on ninth graders and determine what can
motivate them to finish high school in 4 years. The small learning community model
may be a solution.
Purpose of the Study
The purpose of this causal-comparative research study was to determine the
extent to which ninth-grade student performances are impacted by the small learning
community model. The urban high school of interest performed higher than the district
in all accountability areas, and was comparable to the state in all areas except ninth-grade
on track performance during the 2009—20 10 school term. The data in Figure 3 were
compiled from the traditional high school model at the school before the small learning
community model was instituted the next year. Ninth grade on track is defined as the
percent of first time ninth graders who took and passed the ninth-grade literature end-of-
course-test (EOCT) and who were not retained (The Governor’s Office of Student
Achievement, 2011). As shown in Figure 3, the school in question had 61% of ninth
graders on track at the end of their first year, while the state average was 74%.
Therefore, the study was designed to compare ninth-grade performance measures at the
end of the 2009—20 10 school year (when the school was organized under the traditional
high school model) with the 2010—2011 school year (when the ninth grade was organized
under the small communities model).
[~~istrict 49.1 82.5 66.3 92.39
~ ~School 61.3 89.4 91.6 94.72
Figure 3. 2009—2010 Ninth-Grade Performance at School of Interest
Research Questions and Hypotheses
Casual-comparative research aims to compare two groups similar in all relevant
characteristics but one in order to measure the effects of that characteristic (Ary, Jacobs,
& Razavieh, 1990). In this study, comparisons were made between two high school
models (SLC and traditional) on a number of variables that measured ninth-grade
performance. The following research questions were developed to determine if the SLC
model affected ninth-grade performance measures at an urban city high school.
RQ 1: Are there significant differences in the EOCT scores in mathematics,
science, and English between ninth-grade students taught using the SLC










RQ 1-A: Is there a significant difference in the mathematics EOCT score
of ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ 1-B: Is there a significant difference in the science EOCT score of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ1-C: Is there a significant difference in the English EOCT score of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ2: Are there significant differences in grade point average, number of
disciplinary referrals, and attendance between ninth graders taught using
the SLC and the traditional high school models?
RQ2-A: Is there a significant difference in the grade point average of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ2-B: Is there a significant difference in the number of disciplinary
referrals of ninth graders taught using the SLC model and those
taught in the traditional high school model?
RQ2-C: Is there a significant difference in the attendance of ninth
graders taught using the SLC model and those taught in the
traditional high school model?
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RQ3: Is there a significant difference in the number of promoted ninth graders
taught in the SLC and the traditional high school models?
RQ4: Is there a relationship between school model and gender as it relates to the
performance measures of ninth graders taught using the SLC and
traditional high school models?
RQ5: Are there differences in ninth-grade performance measures among
students in each of the academies in the SLC model?
Significance of the Study
The small learning community model has been used in recent years to reform high
schools in an effort to personalize the educational process, address students’ needs, and
increase the graduation rate. However, many schools have been transformed into small
learning communities without a focus on the ninth-grade class. While organized as a
traditional high school, the urban high school performed at or above the state level in
most areas of school accountability except for the on track performance of ninth graders.
This school is in the process of being transformed into small learning communities by
adding a grade level each year. Therefore, ninth-grade student performance can be
examined specifically between the last year as a traditional high school and as the first
year of implementation of the SLC model. This study may provide evidence that the




The problem that still exists for this district is the percentage of ninth-grade
students on track to graduate. The small learning community model is being used to
transform a traditional urban high school in order to personalize the educational
experience for students and to increase the number of students who graduate in 4 years.
The study compared the SLC and traditional high school models of an urban high school
that is implementing the SLC model by grade level each year. This phase-in process
provided data to compare the models and measure the impact each model has on ninth
graders.
CHAPTER II
REVIEW OF THE LITERATURE
Entering high school can be an extremely daunting and intimidating process for
first-year ninth-grade students. Ninth-grade students are in a large environment with
more distractions and greater consequences than they have ever been exposed to during
their matriculation through school; at the same time they must learn to function in a
global society and become critical thinkers and productive citizens. The challenges faced
by ninth graders have led to an increasing number of students who are not on track to
graduate in 4 years. This disturbing fact has led an urban school district to implement
small learning communities in high school to address and decrease the challenges faced
by ninth-grade students. The purpose of this chapter is to explore the literature
surrounding ninth-grade performance in small learning communities and the traditional
high school.
Evolution of the Small Learning Communities Model
In the early 20th century, the traditional high school model evolved similar to the
way the American auto industry creates a car using the assembly line. Many students
attended high schools of 2,000 or more pupils, mainly in urban areas. Fischetti and Smith
(2010) stated that, “Students in large schools mingled with each other for 5 mm in
hallways between 50— or 90—minute blocks in which teachers mostly lectured and gave
tests” (p. 260). The main problem of these high schools was the student dropout rate. At
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least one-third of the student population dropped out of high school (Fischetti & Smith,
2010).
To address the problems of student achievement in schools, the Elementary and
Secondary Education Act (ESEA) was passed in 1965 (Kuo, 2010). ESEA was establish
to issue grants to states and local education agencies for the education of elementary and
secondary students with low academic achievement who were enrolled in schools serving
low-income areas. Through ESEA, Title I grants were awarded to education agencies to
improve academic achievement, reduce performance gaps, and meet high academic
standards of disadvantaged students (Kuo, 2010).
ESEA was reauthorized in 1994 to change the focus of Title I programs through
the Improving America’s Schools Act (IASA). IASA shifted improvement in academic
achievement of disadvantage students from basic skills to providing advanced content for
all students (U. S. Department of Education, 1994). IASA was the basis for a new focus
on whole school reform.
Title I funds provided through ESEA and the reauthorization of Title I through
IASA still did not provide significant improvements in student achievement. Schools
continued to struggle with making fundamental changes to instruction or learning
(Herrington & Orland, 1992). Thus, in 1998 the U.S. Congress created the
Comprehensive School Reform Demonstration (CSRD) program to continue an emphasis
on whole school improvements by appropriating $145 million in funds (Kuo, 2010).
Funds provided by CSRD supported programs that required schools to use research-based
strategies, comprehensive and aligned activities, and measurable goals and benchmarks.
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To address the concerns about large high schools, Congress authorized the Smaller
Learning Communities program in which $500 million were appropriated between 2000
and 2004 to encourage local education agencies to consider a range of strategies such as
SLCs, career academies, and schools within schools (Kuo, 2010). The Bill and Melinda
Gates Foundation provided private grants to education agencies to encourage smaller
schools.
In 2001, the No Child Left Behind Act was created to hold schools accountable
for student achievement by measuring goals established by their state to measure
adequate yearly progress (AYP). One of the AYP indicators for high school is the
graduation rate. There are severe consequences for schools that do not achieve AYP after
5 years. Those consequences include restructuring (replacing all or most of the school
staff), reopening the school as a public charter school, or turning operation of the school
over to the state (Georgia Department of Education, 2012).
The SLC model was introduced as an alternative to the large comprehensive high
school model. The small learning community model has been used since the 1980s to
personalize and create student-centered classroom in middle schools. Oxley (2008)
stated that the basic idea of the small learning community model is “An interdisciplinary
team of teachers shares a few hundred or fewer students in common for instruction,
assumes responsibility for their educational progress across years of school, and exercise
maximum flexibility to act on knowledge of students’ needs” (p. 4).
The SLC model has evolved from the middle school team model of small learning
communities into theme-based personalized environments that students chose to be
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members of before entering ninth grade. Cotton (2001) identified five key elements of
successful small learning communities: (a) self-determination, (b) identity, (c)
personalization, (d) support for teaching, and (e) functional accountability. The small
learning communities are organized around 300—400 students who have an
interdisciplinary team of teachers with whom they remain for more than 1 year. The
projects and activities are centered on student interests and are associated with the theme
of the small learning community.
Academic Performance
Ninth grade can be one of the most difficult years of high school. Studies indicate
that freshmen students have difficulty transitioning from middle school to high school.
Styron and Peasant (2010) reported that the transition of ninth grade students from
middle school revealed a disturbing discrepancy between school policies and practices
and the developmental needs of 14-year-old students. This discrepancy from middle
school to high school can lead to the inability of ninth-grade students to meet academic
expectations.
The introduction of SLC academies offers a smoother transition into high school
due to its resemblance to the middle school structure (Oxley, 2005). The middle school
structure contains a team of teachers that focuses on a group of students. SLC academies
have teams of interdisciplinary teachers that personalize the environment with a theme
focus for engagement. These SLC academies develop and maintain relationships within
school and create a caring school community for ninth graders to transition successfully
into high school (Ellerbrock & Kiefer, 2010).
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A study conducted by Styron and Peasant (2010) revealed academic gains
when students were part of ninth grade academies versus ninth graders who were part of
a traditional high school:
Students enrolled in ninth-grade academies outperformed students in traditional
high schools in Algebra I by more than 15 points on the subject area test. Ninth
grade students enrolled in ninth-grade academies also scored nearly 25 points
higher on the subject area test in Biology I. Both black and white students scored
significantly better of each of the subjects than the traditional high school. (p. 7)
These academic gain results indicate that SLC academies can have an impact on ninth
grade performance.
Retention and Promotion
Ninth grade students when they enter high school often fall behind in credit, and
they then dropout (Brown, 2010). Cook, Fowler, and Harris (2008) found that non-
promotion and dropout rates decreased for schools with ninth-grade academies in the
years from 200 1—2007, “Ninth grade academies have a non-promotion rate of 15% in
comparison to 22% state average. The dropout rate in Ninth-Grade Academies was
6.6%, compared to a state average of 12.5%, almost double that number” (p. 3). SLC
academies can be used as a dropout prevention effort to provide students with a more
personalized academic environment (Somoer, Owens, & Pillawsky, 2009).
Gender
Belongingness is the need to be part of a social network. Theorists William
Glasser and Abraham Maslow both identified belongingness as a basic human need
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(Glasser, 1998). Studies have shown that female students have a greater sense of
belonging than male students (Cook et al., 2008) do. Females tend to have more positive
views than males. Klapp-Lekholm and Cliffordson (2008) found that girls outperformed
boys, “Girls and boys seem to develop different approaches towards the learning
environment; whilst girls seem to nurture their general cognitive abilities, and boys
nurture their specific cognitive abilities” (p. 184). Small learning communities offer
theme academies that may address the needs of both female and male students.
Bell Scheduling on Instruction
There has been much debate over the most efficient bell schedule to use in order
to execute quality instruction for high school students. There are a number of different
types of bell schedules:
1. Traditional schedule: Students attend six or seven classes everyday for 50 to
60 minutes a week; completion of a course takes a full year
2. Block schedule: Students attend four or five classes every other day for 90
minutes a week with one traditional day where classes meet for 50 to 60
minutes; completion of a course takes a full year
3. Modified block schedule: Students attend four classes everyday for 90
minutes; courses are completed in one semester.
The bell schedule for the SLC model school used in this study is the block schedule.
Many schools are switching from a traditional bell schedule to a block bell
schedule for a number of reasons. One reason for changing is that the block schedule
allows the opportunity to offer more classes (Hannaford, Fouraker, & Dickerson, 2000).
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The switch to a block schedule requires major adjustments. Therefore, teachers must
change their entire outlook on their teaching methods and management strategies (Queen,
2000).
Evidence for the need to change was documented by Lawrence and McPherson’s
(2000) study of block scheduling versus traditional scheduling. Lawrence and
McPherson revealed that students on the traditional schedule scored significantly higher
on the Algebra 1, Biology, English 1, and U.S. History test than students on the block
schedule. However, he found a flaw in his study that revealed that students and teachers
need time to adjust to the demands of a change from the traditional to block schedule.
Sometimes the change is difficult. Therefore, training, patience, and time are needed for
the block schedule to be successful. The benefits of the block schedule include the
following:
1. Reduced amount of instructional time spent on classroom administration.
2. Lessons can be extended and maintained with greater continuity.
3. Discipline improves indirect response to the reduced number of class changes.
4. Teachers benefit from additional planning time.
5. Teachers are able to engage students in interactive learning.
Disadvantages of the block schedule include the following:
1. Major adjustment for teachers and students during first year of the block
schedule.
2. Handling transfer students from schools on a traditional schedule.
3. Overuse of lectures because of poor planning or inadequate training.
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Teachers have grown accustomed to innovations and changes to different
aspects of teaching. However, many are apprehensive about the changes to their
everyday system. The block schedule requires teachers to change or add to the
management of their classes. The success of the block scheduling depends greatly on the
professionals who implement it (Queen, 2000). Therefore, teachers must be given staff
development to learn the most effective manner to use the block schedule in the SLC
model.
School Violence
School violence is a problem that impedes student achievement and student
success. Many students have experienced bullying and harassment in the school. The
personal effects school violence has on a student are devastating to the entire learning
environment. Heydenberk and Heydenberk (2007) stated:
Students who are less competent socially are more likely to feel threatened,
engaging the brain’s amygdala in a fight or flight response. This limits access to
working memory and the higher thinking areas of the brain, a devastating
limitation in the classroom. (p. 19)
Thus, school violence has a direct correlation to student achievement.
Schools across the country have been under pressure to increase student
achievement and adhere to federal guidelines according to the No Child Left Behind Act
(NCLB). Student achievement is mainly assessed by state standardized test scores and
attainment of Adequate Yearly Progress. However, Trump (2009) stated:
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While many schools improved safety measures post-Columbine, a great deal of
progress has stalled and slid backwards in recent years. This is due to cuts in
funds for school safety, a narrow focus on improving test scores that has pushed
safety planning to the back burner, and the tendency toward human complacency
when there is not a crisis in the school district or in the news. (p. 26)
Thus, it is a reasonable assertion that the narrow focus on improving test scores has a
direct relationship to the lack of safety planning.
Teachers are prepared to face the challenges in the classroom of different learning
styles and abilities. However, many teachers are less equipped to deal with the violence
in the school or in their classroom. Teachers are charged with directly improving student
achievement regardless of the environment. However, the violence that teachers are
faced with in the schools may have a negative effect on their ability to stay consistently
focused on a lesson. As Galand, Lecocq, and Phillppot (2007) noted, “Many teachers
complain about school violence and ask for intervention. Moreover, even if students are
clearly victimized more than teachers some studies suggest that school violence could
have a strong negative impact on teacher well-being” (p. 467).
Many problems that affect society directly affect the schools. Violence of all
proportions is part of everyday living. The overwhelming problem is making school safe
for everyone. Peters (cited in Watt, Peters, Hanbrook, Bucy, Braun, & Trump, 2008), a
New York State Superintendent stated, “We need to do more preventative work in the
areas of counseling, bullying prevention, and diversity acceptance. We need to get
people to recognize the signs earlier and to do something before the moment occurs”
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(p. 12). While this statement is valid, students today fear being considered a snitch if
they tell on each other to their teachers or school authorities. Therefore, it has become
more difficult to recognize the signs of a problem and be proactive in preventing a violent
occurrence from happening in the school.
Many administrators have difficulty in being proactive rather than reactive in
dealing with school violence. Many administrators find themselves under a tremendous
amount of strain to make time to write reports, contact parents, and complete daily duties.
Therefore, many have not set aside time or can find the time to plan for safety and
develop a manner in which students can alert authorities of pending violence without the
student being labeled a snitch by their peers. In addition, some teachers view school
violence as a problem for school authorities, and only get involved in a violent situation
when they are directly affected. Weaver (2008) stated:
We can have no tolerance for violence in schools, and we must— as a society—take
the steps necessary to make schools even safer. This will require a shared
commitment and responsibility by the community, administrators, parents, school
staff, and students. We all must come together and make safe schools a national
priority. (p. 9)
Dealing with all the dynamics and aspects of school violence must become as
important as the attainment of high test scores. As noted by Hambrook (2008), a
Connecticut school board member:
The process of addressing issues of safety expands almost daily from the students
themselves to teachers, cars, chemicals, mold, intruders, disease, etc. Many
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things can be done at little to no cost, such as walk-throughs for site safety or
redesigning traffic patterns. We will never be done. We must always be active.
(p. 13)
This statement points out that we must be proactive. This means that school safety must
go beyond metal detectors and video cameras.
How can school violence be decreased so that student achievement is not
affected? One answer is the development of programs that involve students becoming
decision makers and resolving conflicts before the onset of violence. A program that
involves students and teachers is conflict resolution. Heydenberk and Heydenberk (2007)
stated:
Comprehensive conflict resolution programs incorporate social-emotional
learning strategies such as the development of affective vocabulary, I-statements,
emotional awareness, and active listening. Empowered with new social and
cognitive skills, students are able to successfully resist prejudice and peer pressure
when necessary, avoiding destructive and sometimes deadly choices. (p. 21)
In order to curb school violence, educational leaders must create a plan that
involves all stakeholders, especially students and teachers. Students must be given the
freedom to develop programs that will assist their peers in finding other ways to resolve
conflict. Teachers must concentrate on the dynamics of student interaction when
planning lessons to address any violence that could result from an activity. NEA
president Reg Weaver (2008) stated:
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We must not be complacent as the chaos of society seeks a permanent seat in
our classrooms. Through vigilance and preparation, we can fulfill the pledge of
great public schools for every child and make it easier for educators to focus on
what they do best; help all children learn. (p. 9)
Professional Learning Communities in SLCs
Many teachers discover themselves teaching and working in isolation. Teachers
have little or no time for effective collaboration. The answer to giving teachers an
opportunity to collaborate, discuss pedagogy, and develop relationships is through the
development of professional learning communities (PLCs). In the SLC model, teachers
form interdisciplinary teams that can lead to stronger relationships between teachers.
Professional learning communities foster a sense of educators working toward a
common target. Trinlcle (2009) stated, “PLCs have a common purpose and a shared
vision. Values and goals are all focused on student learning. Members of PLCs work in
a collaborative environment and the focus is on learning by doing” (p. 22). The safe
environment of a PLC gives the teacher the opportunity to gather new skills and insights
into becoming a more effective teacher.
In an insightful article, Fogarty and Pete (2010) revealed that adult learners are
different from other learners. They identified seven protocols, the Syllabus ofSeven,
which appear in the literature. Fogarty and Pete believed that the seven protocols call for
professional learning that is (a) sustained, (b) job-embedded, (c) collegial, (d) interactive,
(e) integrative, (f) practical, and (g) results-oriented.
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School systems have initiatives that must be implemented through professional
development. Professional development is supported through PLCs by giving teachers a
chance to work in a non-threatening environment to develop their skills for a successful
implementation of the initiative. Teachers have dedicated themselves to learning;
therefore, they support having the opportunity for sustained professional learning in the
presence of regularly scheduled team meetings. The PLC meetings provide for a
collaborative work atmosphere with their peers. Fogarty and Pete (2010) reported that,
“When teachers put their heads together over student-centered concerns, that team effort
can be the most powerful school improvement in the school” (p. 33). As professional
development is used to improve teacher effectiveness, PLCs provide the vehicle to
sustained and continuous improvement of teaching and learning.
The major problems of building and sustaining a PLC are the time factors,
working in isolation, and divergent points of view. Teachers must be given the time to
work in their PLCs in order to be truly collaborative. In addition, teachers must feel safe
to express their points of view. Lujan and Day (2010) investigated overcoming the
roadblocks of PLCs by investigating the perceptions of PLCs by the teachers and staff
members of one elementary school. Lujan and Day reported that through the use of the
PLC model, the teachers were meeting consistently, had norms in place to structure the
meetings, had goals and assignments from the administration to accomplish during those
meetings, to some extent shared teaching strategies, and to a greater extent discussed
curriculum content and planned common assessment. A collaborative culture can be
cultivated by the use of the PLC model (Lujan & Day, 2010).
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As school administrators, Sterrett and Hass (2009) revealed their experiences of
developing a PLC. These principals stated the importance of working as a PLC to meet
informally to air problems, brainstorm, and share their latest learning. In order to make
the PLC work for them they developed six practices:
1. We honor each other’s time.
2. We bypass whining and head straight to problem solving.
3. We focus on improving instruction.
4. We commit to honesty and share information without competition.
5. We spur professional growth. (p. 78)
These principals made their PLC a top priority. They challenged other administrators to
find creative ways to make time in their schedules to create and work in a PLC. The
attitudes and determination from these two administrators show the importance for all
educators to be part of a PLC.
The overwhelming concerns of educators who would like to work in PLCs are
making time and working in a PLC that is beneficial to their growth. Trinkle (2009)
reported that using Twitter is an option for meeting in a PLC. In this age of technology,
most educators have access to laptops or cell phones. These devices can be used to
access the online network Twitter. PLCs online are also called professional learning
networks (PLNs). Trinkle stated, “On Twitter, you can create your community by
choosing whom to follow and allowing others to follow you” (p. 23). Thus, educators
can go on Twitter to find a PLC that will suit the best practices for their personal
interests.
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Henry Ford once wrote, “Coming together is a beginning. Keeping together is
progress. Working together is success” (cited in Kaufman, 2010, p. 1). PLCs offer
educators an opportunity to grow in their profession by providing a safe, collaborative,
and collegial environment. Thus, the benefits to working in a PLC include the ability to
(a) analyze and reflect on practice, (b) assess the effects of teaching, and (c) refine and
improve instruction. PLCs provide educators to the opportunity for ongoing learning.
Summary
The high school model has evolved over decades to address the academic and
social needs of students. Small learning communities provide a more personalized and
safe environment. According to the research, the SLC model provides an easier
transition into high school for freshman students. Retention and grade promotion for
ninth-grade students who are in the traditional high school setting is less than half of that
of students enrolled in the SLC model. According to Glasser (1996) and Maslow (cited
in Juliano & Sofield, 2011), the basic need for students is the sense of belonging. The
SLC model designates a core set of teachers to each academy and provides programs
based on student choice. In addition, the SLC model addresses the daily management of
schools, such as with the bell schedule for the transition of classes and impeding school
violence. Finally, teachers’ needs are addressed through the SLC model by the formation
of interdisciplinary teams that can develop into professional learning communities. The




This study was designed to determine if the SLC model affected ninth-grade
performance measures at an urban city high school. Variables that may impact ninth
grade performanceare scores on the science, mathematics, and literature end-of-course-
tests; number of absences and discipline referrals; grade point average, and grade
promotion. Two theories, choice theory and the hierarchy of needs theory, will be used
to explain the factors that impact ninth-grade student performance. Glasser’ s (1998)
choice theory posits that a person’s behavior is based on the attempt to statisfy at least
five basic needs: (a) the need to stay alive (physiological); (b) belonging (love); (c)
power, (d) freedom, and (e) fun. According to Jones (2004), Maslow’s hierarchy of
needs theory (posits that individuals’must meet basic needs (physiological, safety,
belonging, and self-esteem), while also seeking to maximize their potential (self
actualization). These theories both address human behavior and motivation. Figure 4
illustrates that the theories’ similarities are at the lower level of needs. The high levels of









Figure 4. Comparision of Glasser’s and Maslow’s Theories
Theory of Variables
Ninth-grade student performance is dependent upon number of absences, scores
on the science, mathematics, and literature EOCTs, number of disciplinary referrals,
grade point average (GPA), and grade promotion. Figure 5 illustrates the relationship of
variables as an investigation of school model. An investigation was also conducted to
determine if there was a relationship between school model, gender, and student
performance.
Definition of Terms
Disciplinary referrals refers to any action by a student that leads to an
adminstrative warning or the assignment of a disciplinary action. Disciplinary action
may include after-school detentions, Saturday detentions, in-school supensions, out-of
school supensions, or explusions.
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Dependent variables Independent variables
Figure 5. Relationship between Independent and Dependent Variables
Grade Point Average (GPA) is numerical score obtained on a percentage scale
of 0% to 100%. Letter grades associated with the scale are A 100—90, B = 89—80, C =
79—70, and F = below 69.
Grade promotion refers to the ability of a student to move to the next grade
level. For a ninth-grade student to be promoted to the next grade, the student must earn
at least one unit in English, mathematics, science, social students, and one additional
course. Promotion to the tenth grade requires five units. This means that a ninth-grade
student must pass five yearlong courses to be promoted to the tenth grade.
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Ninth-grade-on-track refers to a state goal of the percent of first-time ninth
graders who take and pass the ninth-grade literature EOCT and were not retained
(Governor’s Office of Student Achievement, 2012).
Ninth-grade student performance refers to (on the simplist level) the goal of
meeting the State of Georgia’s mandated standards. On the higher level, it refers to
meeting students’ needs and personal goals.
Scores on the end-of-course-tests (EOCT) refers to the performance of students
on the science, mathematics, and literature EOCT. The end-of-course test is a state
mandated exam that assesses high school students enrolled in mathematics, social studies,
science, and English language arts. Ninth-grade students are assessed in the areas of
mathematics, science, and English language arts. A score of a 70% or higher indicates
that a student has passed the EOCT. The EOCT counts for 15% of a student’s final grade
(Georgia Department of Education, 2012).
Student gender refers to a male or female student.
Student attendance refers to the number of students that are present for at least
half the day.
Small learning communities (SLCs) aresimilar to the traditional high school
model in that each has one principal, assistant principal(s), a whole school budget, an
athletic program, extracurricular activities, and elective courses. However, the structure
of the SLC differs by having themed academies, an academy leader, assigned core
teachers, and themed elective courses
30
Themed academies are small learning communities with a career focus to
engage the students.
The traditional structure of a high school model consists of the principal,
assistant principal, a number of curricular departments with chairpersons, teachers,
students, parents, programs, and stakeholders.
Relationship among Variables
In this study of the impact of the SLC school model on ninth-grade student
performance versus the traditional school model, variables are related to Glasser’ s Choice
Theory and Maslow’s Hierarchy ofNeeds theory. These two theories are similar,
whereas they both address students’ basic needs, which at their highest level of needs are
to have fun and to reach self-actualization. The need to have fun and self-actualization is
the need to persue inner talent creativity. Fulifihiment is the goal of most teenagers
(Groth, 1969). The change from a traditional school model to the SLC model is an
attempt to address those basic needs as a means to motivate students; thus, the basis of
this study. The research will give evidence to the relationship between the two school
models and the the dependent variables: (a) scores on the science, mathematics, and
literature EOCTs; (b)number of absences and disciplinary referrals; (c) GPA, and (d) of
grade promotion. Figure 6 illistrates the relationship between the variables and the
theories of Glasser and Maslow.
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Figure 6. Correlation of Variables to Educational Theories
Limitations of the Study
The limitations for this research study are the following:
1. The study was limited to one high school impimenting the SLC model in a
phased-in process.
2. There are four different theme academies; however, one acdemy existed as a
magnet program in the traditional school model.
3. An acdemy leader is the previous magnet coordinator from the traditional
school model.
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4. Due to teacher allocations, some core teachers are shared across the
academies.
5. The researcher is employed at the study site.
Summary
This study was designed to compare the SLC model and traditional model of high
school and the impact of the school model on ninth-grade student performance measures.
It was proposed that the following variables were directly related to ninth-grade student
achievement: number of absences; scores on the science, mathematics, and literature
EOCTs; number of disciplinary referrals; GPA; and grade promotion. An investigation
was also conducted to determine if there was a relationship between school model,
gender, and student performance. Glasser’s choice theory and Maslow’s hierchy of needs
theory address students’ basic needs that must be met for increased motivation to learn.
The study was designed to determine if those basic needs are met through the SLC model




The purpose of this study was to examine the impact of school model on ninth-
grade student achievement as it relates to a number of student performance measures.
Ninth-grade performance was investigated using a number of measures, including
number of absences, the scores of the science, mathematics, and literature EOCTs,
number of disciplinary referrals, GPA, and grade promotion from an metropolitian urban
high school. The data were examined to determine if enrollment in the first-year SLCs
implemented during the 2010—2011 school year had a significant impact on ninth-grade
student performance measures.
To deteremine this, data were collected from the ninth-grade class of the last year
of the traditional high school model during the 2009—2010 school year, and and the ninth-
grade class of the first year implementation of the SLCs (2010—20 11). For the purpose of
this study, the ninth-grade class from the 2009—20 10 school year are referred to as
traditional (control group), and the ninth-grade class from the four SLC academies of the
2010—2011 school year are referred to as Academy A (previous magnet program),
Academy B, Academy C, and Academy D.
Research Design
A mixed method approach, a procedure for collecting and analyzing both
quantitative and qualitative data, was used for this causal comparative study. In the
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quantitative portion of this design, ninth-grade student performance measures were
obtained. A concurrent embedded strategy was used in which both quantitative and
qualitative data were collected simultaneously. The primary quantitative method guided
the research, while the secondary qualitative method provided a supporting role as




Figure 7: Concurrent Embedded Design
In the qualitative portion of this design, data were collected using descriptive
notes and transcripts of face-to-face interviews with SLC teachers, an SLC counselor, and
an SLC academy leader. In addition, data were also collected from descriptive notes and
transcripts of face-to-face interviews with teachers, a counselor, and an administrator at
the traditional school.
Description of the Setting
The data were collected from a high school in a metropolitan Atlanta school
district. The selected high school came into existence as a single gender school in 1924.
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It became a coed high school in 1947. It was integrated with African-American
students in 1961. During the 2009—2010 school year, 553 freshmen students were
enrolled in the traditional high school. During the 2010—2011 school year, 491 students
were enrolled in four SLC academies: (a) Academy A, 94 students; (b) Academy B, 90
Students; (c) Academy C, 86 Students; and (d) Academy D, 93 students. The school
demographics were 66% African-American, 27% Caucasian, and 7% other.
Prior to the implementation of the SLC model, Academy A existed as a magnet
program in the traditional school model. The magnet program had a select group of
students with specified teachers and a theme teacher. In the SLC model, Academy A
continued with the same theme from the traditional school model with the same theme
teacher and the magnet coordinator became the Academy A leader. The three other
academies had to establish themselves with a theme and a core set of teachers who would
serve the first year ninth grade class. In addition, Academy B, C, and D leaders were
new to the school and the community. Based on the SLC model design students are to
choose their academy in their eighth grade year, and many students chose Academy A.
Once Academy A met the projected student enrollment number, all other students were
placed in their second, third, or fourth choice. Eventually students were leveled to get a
more even distribution of students between Academies B, C, and D.
Each Academy had a developed theme for students to hold interest in their
particular school. The themes of the four academies were Communications and
Journalism (C & J), Public Policy and Justice (PPJ), Business and Entrepreneurship (B
&E), and Biomedical and Technology (BMT). Each academy had theme teachers. The
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C & J Academy had theme teachers in the areas of debate, broadcasting, newspaper,
and yearbook. The PPJ Academy had one teacher in the area of law. The B & E
Academy had theme teachers in business and computer applications. The BMT
Academy had theme teachers in the areas of nursing and engineering. The theme
teachers of the C&J, B & E, and BMT academies worked at the school in this study prior
to implementation of the SLC Model. The PPJ Academy theme teacher was new to the
school.
Small Learning Communities provided a structure that allowed a group of
teachers and staff to work with a targeted group of students. These structures also
provided a more personalized environment that can be used to create a tailored
instructional experience that better meets the needs of students. A campus of small
learning communities is led by one main principal who is supported by the various
academy leaders. The SLC should have no more than 400 students enrolled. The school
has one sports program accessible to all students. On this campus being converted to
small learning communities, one main principal works with academy leaders who were
responsible for leading each small learning community. The academy leaders reports
directly to the principal.
The first year of SLC implementation at this high school was the 2010—2011
school year. The SLC model is being implemented though a phase-in process with a




This causal-comparative study uses purposeful and convenient sampling. These
types of samplings were selected because of use of the naturally occurring groups of the
SLC model and the traditional model. The sampling is purposeful because of the distinct
criterion being used for the participants—students, teachers, counselors, and
administrators. The sampling is convenient because of the researcher’s access (due to
employment) to the naturally occurring groups of the SLC and traditional school models.
In this research study, the quantitative method targeted the four SLC academies
by collecting data from the 2010—2011 school year: (a) number of absences, (b) scores on
the science, mathematics, and literature EOCTs, (c) number disciplinary referrals, (d)
GPA, and (e) grade promotion. The researcher examined 30 students from each SLC
academy for a total of 120 students. The method was also applied to the traditional
school model by collecting data for the 2009—2010 school year. No identifying
information or students names were collected.
In this research study, the qualitative method examined the perceptions of
teachers, counselors, and administrators about ninth-grade student achievement in the
SLC model and traditional school models. Face-to-face interviews were conducted to
reveal dominant and emerging themes of the teachers’ perceptions as they related to
ninth-grade student achievement. Academy documents were examined for each SLC
academy.
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Working with Human Subjects
The information gathered in this research will remain confidential. Interview
participants were asked to volunteer and each gave consent to be interviewed. All
participants were notified of the confidentiality by receipt of hard-copy notification and
email notification. The school system’s name is not to be mentioned to ensure anonymity
of the system, school, teachers, and students. Participants did not state their names and
the data were analyzed only as a group.
Instrumentation
Data records of students were examined for ninth-grade students on selected
variables and were attached to the SLC model for the 2010—2011 school year and the
traditional model for the 2009-2010 school year. An interview questionnaire was
developed by the researcher to conduct face-to-face interviews with teachers, counselors,
and administrators that addressed their perceptions of ninth-grade student achievement in
the school model as it related to the dependent variables.
Participants/Location of Research
The study was conducted in two parts—analyses of data and face-to-face
interviews. Data were gathered from the school database from the four academies from
the 2010—2011 school year. Student data were collected and analyzed on 30 students
from each SLC academy. Documents from each academy, such as informational
brochures and event flyers, were examined. Student data were collected from 120
students of the traditional school model from the 2009—20 10 school year. The research
was conducted in one school in the process of being transformed into SLC academies.
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Data Collection Procedures
The following procedures were used to collect data:
1. The researcher received approval from the Institutional Review Board at Clark
Atlanta University.
2. The researcher received approval from the Research Planning and
Accountability department of the school district and the principal of the
school where the research was conducted.
3. The researcher reviewed and analyzed data of students in the sample for the
two school years.
4. The researcher requested and received consent forms from adult participants
in the study.
5. The researcher conducted face-to- face interviews with adult participants.
6. The researcher observed academy meetings.
7. The researcher examined academy brochures and flyers.
Data Analysis
The researcher used the Statistical Package for Social Sciences (SPSS) to analyze
the data. Analyses of variance (including t test, ANOVA, and MANOVA) were used to
compare six of the dependent variables between the two school models and for
comparisons of these same variables among the four academies. Chi-square analyses
were used to compare the nonparametric dependent variable of grade promotion. The
interviews were transcribed and coded to established dominant and emergent themes as it
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related to ninth-grade student achievement. The observation of a class and the review
of documents were also analyzed.
Summary
For this causal-comparative study of ninth-grade student achievement in SLC and
traditional school models, a mixed methods approach was used to answer the research
questions. Approval from the Institutional Review Board at Clark Atlanta University and
the school district’s Research Planning and Accountability office was secured before
conducting the research. All data were analyzed to compare the ninth-grade performance
measures of students in the academies and the traditional school model. Interview data
were used to provide support for the findings.
CHAPTER V
RESULTS
A causal-comparative research design was used to determine if the SLC model
affected ninth-grade performance measures at an urban city high school. The research
was conducted in one school in the process of being transformed into SLC academies.
Data were collected in four ways—analysis of student data, face-to-face interviews with
faculty members of both the academy model, observation of an academy class, and a
review of documents pertaining to the school transformation process. Existing data were
gathered from the school database from the four academies from the 2010—2011 school
year. Student data were collected and analyzed on 30 students from each SLC academy
and from 120 students of the traditional school model from the 2009—20 10 school year.
Description of the Sample
Data were collected from 30 students enrolled in each of the four academies (n =
120) during school year 20 10—2011 and 120 students enrolled in the traditional school
model during school year 2009—20 10. Table 1 contains the number of males and females
enrolled by academy and by school model. The largest proportion of males (63%) was
enrolled in Academy D, while the largest percentage of females (67%) was enrolled in
Academy A. A larger proportion of males (48%) were enrolled in the SLC model than




Distribution ofGender by Academy and by School Model
Male Female
Type of school N % N % n
Academy A 10 33.3 20 66.7 30
Academy B 12 40.0 18 60.0 30
Academy C 19 63.3 11 36.7 30
AcademyD 17 56.7 13 43.3 30
Total Academy Sample 58 48.3 62 51.7 120
Traditional 47 39.2 73 60.8 120
Analysis of the Quantitative Data
The researcher used the Statistical Package for Social Sciences (SPSS) to analyze
and interpret the data. An alpha level of .05 was used to evaluate each test for
significance. Each research question is followed by the results of the statistical analyses.
RQ 1: Are there significant differences in the EOCT scores in mathematics,
science, and English between ninth-grade students taught using the SLC
and the traditional high school models?
RQ 1-A: Is there a significant difference in the mathematics EOCT score
of ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ 1-B: Is there a significant difference in the science EOCT score of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
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RQ1-C: Is there a significant difference in the English EOCT score of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
A comparison of the students’ EOCT scores in science, mathematics, and
literature was made between the two school models. Table 2 contains the means and
standard deviations of the three EOCT scores and the results of the independent samples t
test used to determine if statistically significant differences existed. There were no
significant differences between the two school models on the science EOCT (t = .47, p =
.64), the mathematics EOCT (t = l.l2,p = .26), or the literature EOCT (t = .W7,p = .38).
Table 2
Means, Standard Deviations, and Results oft-TestAnalyses to Determine EOCT Score
Differences between School Models in Science, Mathematics, and Literature (n = 120 in
Each Group)
Type of school model M SD t p
Science
Academy 77.60 13.16
Traditional 78.38 12.43 .47 .64
Mathematics
Academy 74.82 11.77
Traditional 76.41 10.16 1.12 .26
Literature
Academy 82.52 11.54
Traditional 83.73 9.82 .87 .38
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RQ2: Are there significant differences in grade point average, number of
disciplinary referrals, and attendance between ninth graders taught using
the SLC and the traditional high school models?
RQ2-A: Is there a significant difference in the grade point average of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ2-B: Is there a significant difference in the number of disciplinary
referrals of ninth graders taught using the SLC model and those
taught in the traditional high school model?
RQ2-C: Is there a significant difference in the attendance of ninth
graders taught using the SLC model and those taught in the
traditional high school model?
A comparison of the students’ performance measures in the number of absences
and discipline referrals and grade point average was made between the two school
models. Table 3 contains the means and standard deviations of the performance
measures and the results of the independent samples t test used to determine if
statistically significant differences existed between the two school models.
There were no significant differences between the two school models on number
of discipline referrals (t = .45, p = .66) or grade point average (t = 1.89, p = .06).
However, students enrolled in the traditional school model (M = 1.78) had significantly




Means, Standard Deviations, and Results oft-Test Analyses to Determine Student
Performance Dtfferences between School Models in Number ofAbsences and Disczpline
Referrals and Grade Point Average(n 120 in Each Group)
Type of school model M SD t p
Number of absences
Academy 3.62 4.57
Traditional 1.78 2.02 4.04 < .01
Number of discipline referrals
Academy 0.26 0.57
Traditional 0.30 0.85 .45 .66
Grade point average
Academy 81.88 10.49
Traditional 84.22 8.63 1.89 .06
RQ3: Is there a significant difference in the number of promoted ninth graders
taught in the SLC and the traditional high school models?
The number of students in each school model who were promoted or not
promoted was subjected to a chi-square test of independence (Table 4). A statistically
significant result (y~= 4.30, p = .04) was found. The result indicated that a larger
percentage of students enrolled in the traditional school model (74%) were promoted than
were students enrolled in the SCL model (62%).
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Table 4
Results ofthe Chi-Square Test ofIndependence to Compare Grade Promotion between
School Models (n 120 in Each Group)
Not promoted Promoted
Type of school N % n % P
Academy 46 38.3 74 61.7
Traditional 31 25.8 89 74.2 4.30 .04
RQ4: Is there a relationship between school model and gender as it relates to the
performance measures of ninth graders taught using the SLC and
traditional high school models?
A 2 x 2 multivariate analysis of variance (MANOVA) was used to determine if a
relationship existed between school model and gender as it related to the performance
measures used in the study. Table 5 contains the results of the MANOVA. Table 6
contains the means and standard deviations of six of the seven performance measures.
The interaction between school model and gender was not significant at the multivariate
level (F= .49,p = .81).
The seventh student performance measure, grade promotion, was analyzed using a
chi-square test of independence (Table 7). A statistically significant difference in grade
promotion was found (~= 9.51, p = .02). More academy males (52%) were not likely to
be promoted than were academy females (71%) , traditional males (72%), or traditional
females (75%).
Table 5
Univariate Results ofthe MANO VA Analyzing Students Performance by School Model
and Gender
Source Performance measure SS df MS F p
Gender * Group # of absences 5.74 1 5.74 0.46 .50
Science EOCT 60.89 1 60.89 0.37 .54
Mathematics EOCT 0.80 1 0.80 0.01 .94
Literature EOCT 110.26 1 110.26 0.96 .33
# of discipline referrals 0.64 1 0.64 1.22 .27
GPA 68.97 1 68.97 0.76 .38
Table 6
Means and Standard Deviations ofStudent Performance Measures by School Model and
Gender
Performance
Measure Gender Type of School N M SD
# of absences Male Academy 58 3.90 5.27
Traditional 47 1.72 1.44
Total 105 2.92 4.16
Female Academy 62 3.35 3.82
Traditional 73 1.81 2.33
Total 135 2.52 3.19
Science EOTC Male Academy 58 77.05 13.76
Traditional 47 78.98 12.32






Measure Gender Type of School N M SD
Female Academy 62 78.11 12.67
Traditional 73 78.00 12.58
Total 135 78.05 12.57
Mathematics
EOCT Male Academy 58 74.64 11.70
Traditional 47 76.34 11.08
Total 105 75.40 11.40
Female Academy 62 74.98 11.93
Traditional 73 76.45 9.60
Total 135 75.78 10.72
Literature EOTC Male Academy 58 80.86 12.76
Traditional 47 83.45 10.00
Total 105 82.02 11.62
Female Academy 62 84.06 10.12
Traditional 73 83.90 9.77
Total 135 83.98 9.90
# of Discipline
Referrals Male Academy 58 0.31 0.60
Traditional 47 0.23 0.63
Total 105 0.28 0.61
Female Academy 62 0.21 0.55
Traditional 73 0.34 0.96
























Results ofthe Chi-Square Test ofIndependence to Determine Relationship ofSchool
Model and Gender to Grade Promotion (n 120 in Each Group)
Not promoted Promoted
School modellgender N % n % p
Academy males 28 48.3 30 51.7
Academy females 18 29.0 44 71.0
Traditional males 13 27.7 34 72.3
Traditional females 18 24.7 55 75.3 9.51 .02
RQ5: Are there differences in ninth-grade performance measures among
students in each of the academies in the SLC model?
A series of one-way analyses was used to compare six of the student performance
















Significant differences were found for each performance measure (Table 8). Post hoc
comparisons using Bonferroni were made to determine which academies were
significantly different from each other on each performance measure. On all measures,
Academy A performed better than some of the other academies did. On all measures
except discipline referrals, Academy B performed poorer than the other academies did.
For example, on the science EOCT, students in Academy A (M= 82.20) scored higher
than students in Academy B did (M= 70.23). Students in Academy A (M 80.73)
scored higher on the mathematics EOCT than students in Academy B (M 66.07) and
Academy C (M 73.13).
Table 8
Comparisons ofStudent Performance Measures among Academies in the SLC Model
Academy A Academy B Academy C Academy D
Performance (n = 30) (n 30) (n = 30) (n 30) Significant
Measure M SD M SD M SD M SD F p Differences
Science 82.20 12.32 70.23 12.64 75.80 12.17 82.17 12.18 6.55 <.01 B<AandD
A >B and C
Mathematics 80.73 10.74 66.07 10.35 73.13 10.04 79.33 10.29 12.57 <.01 B,A, C, D
Literature 87.33 8.13 75.30 14.33 82.47 9.90 84.97 9.62 7.04 <.01 B<AandD
Absences 1.97 2.31 6.07 6.50 4.10 4.48 2.33 2.64 5.68 <.01 B<AandD
Discipline
Referrals 0.07 0.25 0.33 0.66 0.50 0.73 0.13 0.43 3.80 .01 A<C
GPA 89.37 6.22 75.98 10.12 81.21 9.35 80.97 11.31 10.35 <.01 A>B,C,D
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The seventh performance measured was analyzed using a chi-square test of
independence to determine if grade promotion differed among the four academies of the
SEC model (Table 9). There was a statistically significant finding (~~2 12.5O,p< .01).
Students in Academy A were more likely to be promoted (8 7%) than students in
Academy B (50%), Academy C (63%) and Academy D (47%).
Table 9
Results ofthe Chi-Square Test ofIndependence to Compare Grade Promotion among
Academies ofthe SLC Model (n = 30 in Each Group)
Notpromoted Promoted
Type of school N % n p
Academy A 4 13.3 26 86.7
Academy B 15 50.0 15 50.0
Academy C 11 36.7 19 63.3
AcademyD 16 53.3 14 46.7 12.50 <.01
Ancillary Analyses
The performance of some of the academies was poorer than the other academies.
In a comparison between the two models, the poor performance of the students in these
academies tended to reduce the benefits of any performances that were better at the other
academies. Thus, additional analyses were conducted to compare the performance of
each of the academies’ students with the performance of the students in the traditional
school model.
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Six of the performance measures were measured using one-sample t tests. A
one-sample t test compares the mean score of a sample (each academy sample contained
30 students) to a known value. In this case, the known value was the value obtained from
the traditional school sample of students (n = 120). The following tables contain the
analyses for each academy.
Students in Academy A scored statistically significantly higher on the
mathematics and literature EOCTs than did the students in the traditional school model
(Table 10). The grade point average of the students in Academy A was statistically
significantly higher than the grade point average obtained by the students in the
traditional school model. In addition, the students in Academy A obtained a statistically
lower number of discipline referrals than did the students in the traditional model.
Table 10
One-Sample t-Test Comparisons between Students in Academy A ofthe SLC Model and
Students in the Traditional School Model
Traditional
School Sample Academy A
Performance (n = 120) (n = 30)
Measure M M SD T p
Science 78.38 82.20 12.32 1.70 .10
Mathematics 76.41 80.73 10.74 2.21 .04
Literature 83.73 87.33 8.13 2.43 .02
Absences 1.78 1.97 2.31 .44 .66
Discipline referrals .30 0.07 0.25 -5.04 <.01
GPA 84.22 89.37 6.22 4.54 <.01
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Students in Academy B scored significantly lower on the science, mathematics,
and literature EOCTs than did the students in the traditional school model (Table 11).
The grade point average of the students in Academy B was statistically significantly
lower than obtained by the students in the traditional school model. In addition, the
students in Academy B obtained a statistically higher number of absences than did the
students in the traditional model.
Table 11
One-Sample t-Test Comparisons between Students in Academy B ofthe SLC Model and
Students in the Traditional School Model
Traditional
School Sample Academy B
Performance (n = 120) (n = 30)
Measure M M SD T p
Science 78.38 70.23 12.64 -3.53 <.01
Mathematics 76.41 66.07 10.35 -5.47 <.01
Literature 83.73 75.30 14.33 -3.22 <.01
Absences 1.78 6.07 6.50 3.61 <.01
Discipline referrals .30 0.33 0.66 .28 .78
GPA 84.22 75.98 10.12 -4.46 <.01
Students in Academy C did not differ from the students in the traditional school
model on the science, mathematics, and literature EOCTs, nor on the grade point average
or the number of absences. However, the students in Academy C obtained a statistically
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lower number of discipline referrals than did the students in the traditional model
(Table 12).
Table 12
One-Sample t-Test Comparisons between Students in Academy C ofthe SLC Model and
Students in the Traditional School Model
Traditional
School Sample Academy C
Performance (n = 120) (n = 30)
Measure M M SD T p
Science 78.38 75.80 12.17 -1.15 .26
Mathematics 76.41 73.13 10.04 -1.79 .08
Literature 83.73 82.47 9.90 -.70 .49
Absences 1.78 4.10 4.48 2.84 <.01
Discipline referrals .30 0.50 0.73 1.50 .15
GPA 84.22 81.21 9.35 -1.76 .09
Students in Academy D did not differ from the students in the traditional school
model on the science, mathematics, and literature EOCTs (Table 13), nor on the grade
point average or the number of absences. However, the students in Academy D obtained




One-Sample t-Test Comparisons between Students in Academy D ofthe SLC Model and
Students in the Traditional School Model
Traditional
School Sample Academy D
Performance (n = 120) (n = 30)
Measure M M SD T p
Science 78.38 82.17 12.18 1.70 .10
Mathematics 76.41 79.33 10.29 1.56 .13
Literature 83.73 84.97 9.62 .70 .49
Absences 1.78 2.33 2.64 1.15 .26
Discipline referrals .30 0.13 0.43 -2.10 .04
GPA 84.22 80.97 11.31 -1.57 .13
The promotion rate of the students in each academy was compared to the
promotion rate of the students in the traditional school model. using the chi-square
goodness of fit test (Table 14). The test was applied to compare the proportion known in
one distribution to the proportion in a sample. In this instance, the promotion rate of the
students in the traditional model was 74%; therefore, 26% was not promoted.
Statistically significant results were found. Students in Academy B were not promoted at
the same rate (5 0%) as students in the traditional school model (74%). Additionally,
students in Academy D were not promoted at the same rate (47%) as students in the
traditional school model. The promotion rate of the students in Academy A and
Academy C were considered statistically similar to the promotion rate of the students in
the traditional school model.
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Table 14
Chi-Square Goodness ofFit Comparisons between Students in the SLC Academies and
Students in the Traditional School Model
Not promoted Promoted Nonparametic test*
N % n %
4 13.3 26 86.7 2.50 .11
15 50.0 15 50.0 8.98 <.01
11 36.7 19 63.3 1.77 .18






*Figmes of 26% not promoted and 74% promoted in traditional school model were used as the criteria in
the nonparametric tests
Summary of the Analyses of the Quantitative Data
No statistically significant differences were found in the EOCT scores in
mathematics, science, and English; number of discipline referrals; or grade point average
between ninth-grade students taught using the SLC and traditional high school models.
However, students enrolled in the traditional school model had significantly fewer
absences and a larger percentage was promoted than were students enrolled in the SCL
model. There was no statistically significant relationship between school model and
gender on EOCT scores, number of discipline referrals and absences, or grade point
average. However, more academy males were not likely to be promoted than were
academy females, traditional males, or traditional females.
Differences in ninth-grade performance measures among students in each of the
academies were explored. On all measures, Academy A performed better than some of
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the other academies did. In addition, students in Academy B performed poorer than
the other academies did. In a comparison between the two models, the poor performance
of the students in Academy B tended to reduce the benefits of any performances at the
other academies. Therefore, additional analyses were conducted to compare the
performance of each of the students at each academy with the performance of the
students in the traditional school model.
The ancillary analyses found that students in Academy A scored statistically
significantly higher on the mathematics and literature EOCTs and grade point average,
and obtained a lower number of discipline referrals than did the students in the traditional
school model. On most performance measures, students in Academy C and D did not
performance differently than did the students in the traditional school model. Students in
Academy B scores statistically significantly lower on most of the performance measures
than did the students in the traditional school model. The students in Academy A and
Academy C were promoted at the same rate and students in Academy B and Academy D
were promoted at lower rates as students in the traditional school model.
Qualitative Component of the Study
In the qualitative portion of this study, data were collected using descriptive notes
and transcripts of face-to-face interviews. Interviews were conducted with SLC teachers,
a SLC counselor, and a SLC academy leader. In addition, a class was observed and a
review of documents was conducted. A review of the qualitative data is in this section.
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Classroom Observation
The researcher observed a ninth-grade honors biology class in the Academy A. It
is a large classroom with a large open space in the back of the room. The room is
crowded toward the front, but only 27 students are in the room. The classroom has space
for 40 students. The teacher had a great amount of student work posted. Examples of
projects were all around the room. The students worked in groups. They were organized
and worked effectively in their groups.
Students appeared to very comfortable and respectful to their teacher. They
readily participated in the discussion. Some students were disrespectful to each other, but
their behavior was corrected by the teacher. They stayed focused in their groups and held
active conversations about their lab. They appeared to be on task. The students did not
waste time.
The classroom procedure optimized cooperation. The students knew what to do
and they followed an instructional agenda. The grouping appeared to be heterogeneous.
The groups either had two boys and one girl or one boy and two girls. The groups
divided the lab parts, and then came back together to write the lab report.
The students used their textbooks, Mac computers, and handouts from the teacher.
The teacher supported the students during the lab activity. The teacher monitored the
students, and she was encouraging. She knew which groups to assist; however, she did
not give them the answers.
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Document Analysis
The high school transformation brochure describes the process of a systemic
change in the structure of high schools over a 5-year span. The brochure addresses 13
frequently asked questions. The brochure begins by describing the reforms implemented
in elementary schools that began in 2000 with a district-wide emphasis on literacy. The
purpose for the high school transformation is explained as a means to increase the
graduation rate. The following goals are highlighted in the brochure:
1. To graduate at least 90% of ninth graders in 4 years
2. To ensure that all students not only graduate but are prepared for college and
career with real post-secondary options
3. To ensure APS high schools are first choice for students and parents in the
city of Atlanta
4. To provide an excellent educational experience for all students.
Financial support for the high school transformation process began in October
2005, with the Bill and Melinda Gates Foundation award of $1.4 million grant to support
the planning process that resulted in a 5-year comprehensive implementation plan. In
November 2005, the Bill & Melinda Gates Foundation awarded the urban school district
a $10.5 million implementation grant to support the initial years of the High School
Transformation Initiative. The initial high school transformation occurred in the south
part of the city where a campus was transformed into small schools each with a separate
administration and faculty.
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The other high schools were transformed in three waves. Wave 1 transformed
two other high schools into small schools. Wave 2 transformed three high schools into
small learning communities, separated into academics, operating under one principal,
with academy leaders over the academies’ faculty. Wave 3 transformed the remaining
three high schools into small learning communities.
Also included in the brochure were the national data on the high school dropout
crisis. These data indicated the significant difference in the graduation rates between
Hispanics and blacks (50%) and the national graduation rate (68%—71%). Additional
statistics highlight the low income, high incidence of government assistance, and the
lifetime cost for students who do not earned a high school diploma.
This document was significant because it outlined the high school transformation
process. The document gives stakeholders a better understanding of why and how the
high schools were transformed. Additionally it provided information about all high
schools that have been transformed into either small schools or small learning
communities.
The SLC implementation brochure document helped support my understanding of
the process of the high school transformation. A description of the grant monies from the
Bill and Melinda Gates Foundation and the timetable for the three waves of
implementation were helpful in making the transformation process understandable. The
main themes of the brochure are (a) the need to transform high schools, (b) the goals of
high school transformation, and (c) support for high school transformation.
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Interviews
Face-to-face interviews were conducted with six individuals who were part of the
faculty and administration of the SLC model. Table 15 contains a description of each
individual. Their experience in education ranged from 6 to 20 years, while their
experience at the study site ranged from 2 to 6 years. Two of the teachers taught
mathematics, while the other two were social sciences and biology teachers. The two
administrators were a counselor and academy leader.
Table 15
Description ofInterviewees
Years of Years of
Experience in Experience in Highest Degree
Interviewee Role Education School Obtained
Teacher 1 Mathematics teacher 7 4 Specialist
Teacher 2 Mathematics teacher 6 6 Bachelor’s
Teacher 3 AP biology teacher 12 4 Doctorate
Teacher 4 Social sciences teacher 10 3 Doctorate
Counselor SLC counselor 17 5 Specialist
Administrator Academy leader 20 2 Master’s
The faculty and staff were interviewed using a set of interview questions (see
Appendices A and B). The interviews were tape recorded and transcribed for analysis.
The analysis of the responses was categorized into five themes: (a) selection process, (b)
support provided, (c) impact on performance measures, (d) gender and, (e) effectiveness
of and preference for SLC model (Table 16).
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Table 16
Themes Found in Interviews with Academy Faculty and Staff
Theme Components of the theme
Selection process Students rank choices, but due to need to level enrollment in the
academies, placement can be random.
Support provided to students Support to students is a collective effort of all academy personnel
and the parents. Numerous programs and activities are provided to
legitimate the program in each academy.
Impact on performance measures Some improvement in grades, attendance, and discipline was noted.
Collective effort of teachers and staff provide quick response to help
students and parents when problems in academics and behavior
arise.
Gender Some teachers noted no differences, while others indicated the
themes of some of the academies draw more of one gender than the
other gender. When girls are in majority, teachers noted more
activity from them.
Effectiveness of and preference Teachers were split in their preference for the SLC or traditional
for SLC model school models. Issues with following the design were noted by
teachers and administrators.
Selection Process: The selection process was outlined for the students at the end
of the eighth grade. The students were asked to rank their choices and informed that they
would receive their choices according to availability of slots in each academy. Most of
the teachers indicated that the slotting of students was supposed to be based on the
students’ choices; however, they admitted that many times the placement of students into
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the themed academies was random due to the need to level the enrollment in each
academy.
Support Provided to Students: Faculty and staff indicated that the students are
taught by a core group of teachers who are physically located next to each other. They
meet in weekly interdisciplinary meetings to “discuss specific students that we share in
our classes to create interventions for struggling students” (Teacher 2). Teacher 1
indicated that, “The teachers and students get to know each other very well. We develop
a close relationship. They get more attention because we know all of our students.” The
academy leader called the support the students receive as a “collective effort” between
him and the teachers in the academy.
The faculty and staff were asked to describe ways in which the SLC motivates
and keeps ninth-grade students interested in school. Several teachers mentioned the
number of extracurricular activities available such as the news network, the newspaper,
school magazine, and the yearbook. However, other faculty and staff mentioned the
awards program conducted each quarter “that celebrate students’ small and large
accomplishments” (Teacher 3). Teacher 4 reported that the SLC has “theme courses for
the pathways, such as engineering and medical. We have fieldtrips for intrinsic and
practical learning. We offer robotics.” The counselor also mentioned the field trips
offered to the students, “We take the students on fieldtrips to colleges and businesses.
We have mentors who interact with students in groups or individually. We also have
many programs for the students to become active members.” The academy leader
reported that all the activities are provided to “legitimate the program.”
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The counselor and academy leader were asked how active parents are in the
academy in regards to parent meetings and school activities. Both gave high marks to the
parents for their participation. The counselor reported, “In this academy, the parents are
very active. They are really involved in the school. Most are members of the PTSA, and
they participate in many of the co-curricular and extracurricular program.” The academy
leader summed up the role of the parents this way: “That’s the beautiful part. They are
very active in all aspects of the academy. They assure me of their support.”
Impact of Performance Measures: The faculty and staff were asked if grades,
attendance, discipline, and EOCT scores were improved in the SLC model. Teacher 3
reported that attendance had improved because “we monitor only our academy students
and we can address attendance issues quickly.” Teacher 1 reported that the attendance
had improved because they had “a strong academy leader.” The counselor reported that,
“We concentrate on building relationships with families. I believe this had has a direct
positive effect on student attendance.”
Faculty and staff also indicated that discipline has improved. Teacher 3 indicated
that, “There seems to be a decrease in disciplinary referrals because teachers work
together to resolve behavior challenges.” The counselor explained that, “We have
advisory teachers in each SLC. The advisory teacher and academy leader usually deal
with disciplinary infractions before it gets to the referral stage.” The academy leader also
reported that the SLC model allowed him to handle the discipline referrals within the
academy. He reported, “I don’t have to forward many disciplinary referrals to the
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assistant principal. I can usually deal with disciplinary infractions by working with the
teacher and parent.”
When Teacher 4 was asked if the SLC model had any impact on grades, the
response was, “We know our students. They are aware that we know who they are. They
can’t hide behaviors. I believe grades have increased.” The academy leader reported
that, “Our honors program has had a positive effect on grades. They have been
improving.”
However, most of the teachers did not believe the EOCT scores had improved.
Teacher 3 reported, “The SLC academy may have hurt EOCT scores. We meet as
interdisciplinary teams, but we do not meet as course departments. Academies don’t’
meet as academic departments; therefore, the teachers don’t get to plan with teachers in
their subject.” The counselor and academy leader were more positive about the scores.
The counselor reported, “The scores are typically the same as before. The students who
are part of this SLC as above average test takers, typically.” The academy leader
reported, “Math and biology collectively did well. We had about a 75% pass rate.”
Responses to a question about the failure rate were mixed. The teachers reported
between 0% and approximately 20% failure rates in their courses. The counselor
reported that about 10 students were not promoted to the tenth grade, while the academy
leader thought 15 to 20 students were not promoted.
Gender: The faculty and staff were asked if they noted any differences in how
boys and girls performed in the academy. Two teachers saw no differences, while
Teacher 1 reported, “For this academy, the boys seem to be drawn to the theme more.
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They seem more engaged.” Teacher 4 reported that, “The differences have been based
on the academy, and not gender.” The counselor noted the differences in number of girls
and boys in each academy as did Teacher 1. The counselor stated, “There are many more
girls in this SEC than there are boys. They both seem to perform well; however, you will
see more girls active because of the lack of boys in the academy.” However, the
academy leader had a different opinion, “I have not noticed a difference in gender
performance. They have a balanced interest in the pathways offered in this SLC.”
Effectiveness of and Preference for SLC Model: The faculty and staff
members were asked how they would rate the effectiveness of the SLC academy on a 1—
10 scale, their reason for their rating, and which model (SLC or traditional school) they
preferred. Ratings ranged from 6 to 10 (M = 7.3). The counselor and Teacher 2 gave
ratings of 6. The rationale for the 6 rating given by Teacher 2, a mathematics teacher,
was that, “The academies are not pure. I have students from other academies mixed into
my freshman classes. I also teach in other academies as a shared teacher.” The counselor
reported on another phenomenon of the academies, “All four of the academies are totally
different by socioeconomics, race, and gender. Some consider the academies as low vs.
high. This academy has many students who have proven to be great students. Other
academies have many more students who have many more challenges.”
Teacher 3 and Teacher 4 rated the effectiveness of the SLC model as 7. Both of
them reported on the design of the academies as not being “pure.” Teacher 3 stated:
The academies are not pure. Students from other academies do not participate in
our activities for our academy. The activities do not apply to the other themes or
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pathways for the other academy students. Also, the community perception is
that one academy is strongly than the other. There seems to be a community bias.
Teacher 4 reported a rating of 7 “because of internal policies and procedures.. .not
following the design. Students are not all sharing the same core teachers in the
academy.”
Teacher 1 gave the highest rating of 10, “We have a great academy leader. I feel
we excel due to parent communication and the relationships we have established with
students.” The academy leader, who gave a rating of 8, recognized the need for
improvement, “We still have a lot of work to do. We are not fully staffed. We are
missing two teachers. We also must continue to build relationships to expand the
program.”
When asked which school model they preferred, two teachers reported the
traditional model, while the other four faculty and staff members preferred the SLC
model. Teacher 3 provided this explanation: “It’s a combination. The academy offers a
certain skill set and pathways that interest the students. However, there is a lack of
planning due to the elimination of departments. I would choose traditional.” Teacher 4
was not happy with the type of block scheduling in the SLC model, “I prefer the
traditional 4 X 4 model that meets every day. The SLC 4 X 8 model gives students an
overload. College students don’t take that many classes in a week per semester.”
Teacher 1 and Teacher 2 preferred the SLC model because of the benefits
students can receive. Teacher 1 reported, “I prefer the academy model because it
provides early intervention.” Teacher 2 stated, “I prefer the SLC model because when
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done right each child gets something from the school.” The counselor and academy
leader both liked the SLC model because of the relationships they can develop with the
students. The counselor stated, “I prefer the SLC model because I have the opportunity
to really get to know the students. It gives a more personalized relationship with the
students. In a traditional model, students get lost.” The academy leader reported, “I like
the SLC model. I have a passion for it. I like the specialization and personalization that
it offers for students.”
Summary of the Analyses of the Qualitative Data
Qualitative data were collected by observing a class, reviewing documents, and
interviewing academy faculty and staff. The class observation provided information on
how a class in a specialized academy is conducted. The review of an implementation
brochure showed how the information about the high school transformation process was
disseminated to stakeholders. The interviews of the faculty and staff of the academy
provided insight into how the teachers and administrators perceive the benefits of the
SLC model. Five themes were discovered in the transcripts of the interviews. All of the
interviewees noted the ability to develop more meaningful relationships with the students
and the support that can be provided in a smaller setting provided by the SLC model.
However, several of the teachers were dissatisfied with the results of the SLC model
because of the lack of complete implementation. The results of both the quantitative and
qualitative analysis of the data are discussed in the chapter six.
CHAPTER VI
SUMMARY, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
Introduction
The purpose of this causal-comparative research study was to determine the
extent to which ninth-grade student performances were impacted by the small learning
community model. For ninth graders, the transition into high school can be an extremely
intimidating and challenging process. As Reinhard (1997) noted, “Ninth grade is a
fragile and confusing time for young people. They come from smaller and more
structured middle schools and are thrust into large high schools with a lot of freedom”
(p. 14). Many high schools focus on the dropout rate in upper level classes. This study
investigated the impact of ninth grade student performances in the small learning
community model being implemented though a yearly grade level phase in process upon
attendance, grades, disciplinary referrals, and End of Course Test (EOCT) scores in
comparison of to ninth grade performances in the traditional school model. The second
chapter provided a review of the literature of the research topic in relation to the selected
independent variables, the SLC model and the traditional model. The evolution of the
high school model, school violence, bell scheduling, and the development of professional
learning communities as a byproduct of the SLC model were part of the research on this
topic. In addition, ninth grade academic performance, retention, and gender added to the
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understanding of the needs of first year high school students. Chapter three explains
the theoretical framework for this study. The theoretical framework was developed from
two theories, choice theory and the hierarchy of needs theory. These theories takes a
look at the needs of ninth grade students as it from the most basic physiological needs to
self actualization and having fun. Chapter four established the research methodology that
was used for this study. This chapter included the research design, description of the
setting, the sampling procedures, description of data analysis as well as the summary.
This study design was a mixed methods, causal-comparative research design. The
findings include both quantitative and qualitative data. Chapter five reveals the analysis
of this research.
The study addressed the following research questions:
RQ 1: Are there significant differences in the EOCT scores in mathematics,
science, and English between ninth-grade students taught using the SLC
and the traditional high school models?
RQ 1-A: Is there a significant difference in the mathematics EOCT score
of ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ1-B: Is there a significant difference in the science EOCT score of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
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RQ 1-C: Is there a significant difference in the English EOCT score of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ2: Are there significant differences in grade point average, number of
disciplinary referrals, and attendance between ninth graders taught using
the SLC and the traditional high school models?
RQ2-A: Is there a significant difference in the grade point average of
ninth graders taught using the SLC model and those taught in
the traditional high school model?
RQ2-B: Is there a significant difference in the number of disciplinary
referrals of ninth graders taught using the SLC model and those
taught in the traditional high school model?
RQ2-C: Is there a significant difference in the attendance of ninth
graders taught using the SLC model and those taught in the
traditional high school model?
RQ3: Is there a significant difference in the number of promoted ninth graders
taught in the SLC and the traditional high school models?
RQ4: Is there a relationship between school model and gender as it relates to the
performance measures of ninth graders taught using the SLC and
traditional high school models?
RQ5: Are there differences in ninth-grade performance measures among
students in each of the academies in the SLC model?
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Findings
The first research question asks are there significant differences in the EOCT
scores in mathematics, science, and English between ninth-grade students taught using
the SLC and the traditional high school models. There was no statistically significant
difference found in the EOCT scores in mathematics, science, and English between ninth
grade students being taught using the SLC and traditional high school models.
The second research question asks are there significant differences in grade point
average, number of disciplinary referrals, and attendance between ninth graders taught
using the SLC and the traditional high school models? There was statistically no
significant difference in grade point average and the number of disciplinary referrals
between ninth grade students taught using the SLC and traditional high school models.
Students enrolled in the traditional school model had significantly fewer absences.
The third research question asks is there a significant difference in the number of
promoted ninth graders taught in the SLC and the traditional high school models. There
were a larger percentage of ninth grades students promoted in the traditional model than
students who were enrolled in the SLC model.
The fourth research question asks is there a relationship between school model
and gender as it relates to the performance measures of ninth graders taught using the
SLC and traditional high school models. There was no statistically significant
relationship between school model and gender on EOCT scores, number of disciplinary
referrals and absences, or grade point average. However, more academy males were not
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likely to be promoted than were academy females, traditional males, or traditional
females.
The fifth research question asks are there differences in ninth-grade performance
measures among students in each of the academies in the SLC model. On all measures,
Academy A performed better than some of the other academies did. In addition, students
in Academy B performed poorer than the other academies did. In a comparison between
the two models, the poor performance of the students in Academy B tended to reduce the
benefits of any performances at the other academies.
The interviews of the faculty and staff of the academy provided insight into how
the teachers and administrators perceive the benefits of the SLC model. Five themes
were discovered in the transcripts of the interviews. All of the interviewees noted the
ability to develop more meaningful relationships with the students and the support that
can be provided in a smaller setting provided by the SLC model. However, several of the
teachers were dissatisfied with the results of the SLC model because of the lack of
complete implementation procedures.
Conclusions
Based on the findings, there were statistically no differences between the SLC and
traditional school model for the ninth grade measures such as EOCT scores in
mathematics, science, and English, grade point average and the number of disciplinary
referrals. In addition, students enrolled in the traditional school model had significantly
fewer absences, and there were a larger percentage of ninth grades students promoted in
the traditional model than students who were enrolled in the SLC model. The researcher
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concludes that in year one of the implementation of the SLC model there was no
significant impact on ninth grade student outcomes.
The findings of the ninth grade student measures comparison between the
academies reveals that on all measures, Academy A performed better than some of the
other academies. Academies C and D performances on the ninth grade student measures
were comparable to the traditional school model. Academy B ninth grade student
outcomes were much less than all other academies and the traditional model. The
researcher concludes that Academy B needs to improve academy themes and recruitment
process to produce results of ninth grade student outcomes.
The face-to-face interviews with faculty revealed the satisfaction of working in
the SLC model in comparison to the traditional school model. The faculty members
valued the development of meaningful relationships with students in the SLC model. The
interviewees indicated dissatisfaction with the implementation of the SLC model. The
fidelity to the model design is a major concern for faculty. Many cited the lack of purity
of the academies such as the classes have students mixed with other academies and
teachers are shared between the academies. The researcher concludes that the faculty
supports the SLC model due to personalization; however, they are dissatisfied with the
lack of fidelity to the SLC model design the academies. In addition, while statistically
the first year implementation of the SLC model did not statistically reveal significant
gains in the ninth grade student outcomes, the perception is that it is a viable alternative
to transforming the traditional high school.
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Implications
Transforming this urban school district into small learning communities was
planned in order to address the needs of students with the ultimate goal of increasing the
graduation rate and lowering the dropout rate. The high school transformation plan
creates smaller 21St century learning centers where students would receive an excellent
educational experience and graduate with real options for lifelong success whether they
choose to attend college or enter the workforce. There is research available that indicates
secondary students learn better in smaller, more personalized settings. Dessoff (2004)
The findings of this study indicate that in the first year of implementation of the SLC
during the ninth grade year, there was statistically no significance in the impact of the
SLC model on ninth grade student outcomes in comparison to the traditional school
model.
The differences of the ninth grade outcomes imply that there may be an inequity
in resources, development, or leadership of the academies. The stronger ninth grade
performances of Academy A suggest better teacher student relationships. The stronger
performance of Academy A suggests the SLC academies can be utilized as a dropout
prevention effort to provide students with a more personalized supplemental academic
environment (Somers et al., 2009). However, the higher number of absences in the SLC
model versus the traditional model indicates that students may not be getting the attention
they need to be motivated to attend class. This outcome is adverse to the intended
outcome of the SLC model. In a study conducted by Cook, Fowler, and Harris (2008)
then found that non-promotion and dropout rates decreased for schools with ninth grade
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academies in the years from 200 1-2007. In addition, the lower number of male
promotion in the SLC model versus the traditional model implies that there needs to be a
focus on the needs of male students. Studies have shown that female students have a
greater sense of belonging than male students (Cook et al., 2008). The faculty concern
with the lack of fidelity of SLC implementation implies that there is a need to maintain
the purity of the SLC through the grade levels.
Limitations of the Study
The limitations for this research study were the following:
1. The study was limited to one high school implementing the SLC model in a
phased-in process.
2. There were four different theme academies; however, one academy existed as
a magnet program in the traditional school model.
3. An academy leader was the previous magnet coordinator from the traditional
school model.
4. Due to teacher allocations, some core teachers are shared across the
academies.
5. The researcher is employed at the study site.
6. Faculty members who previously agreed to be interviewed later declined.
7. Some faculty members from the first year implementation no longer worked at
the school being investigated in this study.
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Recommendations
The researcher conveys the following recommendations based on the findings of
this study:
1. Additional research to determine if Academy A results needs to be statically
compared to the previous year magnet program of the traditional school to
determine if there was any significant impact on ninth grade student outcomes
of the SLC model to the traditional model.
2. Academy Leader A worked at the school investigated in this study as a
teacher and magnet coordinator before becoming the Academy Leader.
Academy A existed as the magnet program for years before becoming a SLC.
It was an established program. Academy Leaders B, C, and D were new to
the school and/or district during the first year of implementation. The
selection process of SLC choice at the middle school may need to be based on
a lottery program that consists on fifty percent of students getting their choice
of SLC and the other fifty percent being randomly placed in order to provide a
more equitable educational experience for students. The local school principal
should consider a lottery system to ensure a since of integrity to student
placement.
3. Academy males were not likely to be promoted in comparison to academy
females, traditional males, or traditional females. A deeper analysis of the
impact of the SLC model on student outcomes of academy males may provide
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insight on the gaps of services, or instruction not being provided to the male
students.
4. Local school leader should consider an anonymous survey of faculty to
provide a more in-depth analysis of perceptions. An honest and detailed view
of perceptions of the impact of the SLC model can provide leaders with
information needed to move faculty from perceptions to the reality of the
functioning of the academies.
5. The district level administrators should consider the future analysis of this
ninth grade class after four years in the SLC model will give an overall
compassion to the impact of student outcome of the SLC and traditional
school models.
6. Local and district level Educators must ensure the academies are being
implemented to the highest level of fidelity to the model design.
7. Local and district educational leaders should commit to staffing and planning
for the entire four years for full implementation of the SLC model.
8. District policy makers should create a policy in shifting resources to schools
implementing the SLC model for yearly administration and faculty training on
the SLC model.
9. Additionally, district policy makers should create a policy to ensure that




This study focused on the ninth grade outcomes of four Small Learning
Communities after the first year of implementation. The data revealed that three out of
the four academies ninth grade outcomes were either parallel or lower than the traditional
school model ninth grade outcomes. Additional research on innovative instructional
strategies for each of the various theme schools would create a more comprehensive
study. The data revealed that more academy males were not likely to be promoted than
were academy females, traditional males, or traditional females. A future study on the
SLC curriculum design and instructional best practices to promote positive student
engagement would also benefit future research. Each academy had a theme; however,
career pathways should be explored for research as a study on the impact of the various
theme academies as it relates to future employment opportunities. Finally, the bottom
line of the cost should be investigated as comparative cost analysis to fully implement
small learning communities
Summary
Chapter six has presented the findings of the study that measured the differences
of ninth grade student outcomes such as EOCT scores, grade point average, attendance,
and disciplinary referrals in the SLC and traditional school model. For ninth graders, the
transition into high school can be an extremely intimidating and challenging process. As
Reinhard (1997) noted, “Ninth grade is a fragile and confusing time for young people.
They come from smaller and more structured middle schools and are thrust into large
high schools with a lot of freedom” (j. 14). The SLC model provides a smaller more
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personalized environment for ninth grade students to transition into high school while
providing services throughout their high school matriculation. Academy A outperformed
the traditional school model along with Academies B, C, and D in the first year of
implementation. In addition, ninth grade outcomes for Academies C and D were mostly
equal to that of the traditional model. Academy B ninth grade outcomes performances
were less than all academies and the traditional school model. While further research
should be conducted on Academy B, this study shows that the SLC academies either
were equal to or improved in ninth grade outcomes in comparison to the traditional
school model. An interesting outcome is faculty perceptions of the SLC model. Faculty
perceived the SLC as effective and more personalized for students. However, the fidelity
to the model design is a major concern for faculty. While statistically the first year
implementation of the SLC model did not statistically reveal significant gains in the in
ninth grade student outcomes, the perception is that it is a viable alternative to
transforming the traditional high school.
APPENDIX A
Interview Questions: SLC Academy Teachers
Background Questions
1. How many years have you taught in public education?
2. How many years have you taught at this school?
3. What is your highest level of education?
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
5. What is the process in which ninth-grade students become part of the SLC
academies?
6. How are ninth-grade students supported academically?
7. How has the SLC academy model had any impact on the following issues?
a. Attendance
b. Number of disciplinary referrals
c. Grades
d. EOCT Scores (ELA, mathematics and science teachers)
8. What was the failure rate for your course?
9. Have you observed any differences in how students of different gender
perform in the academy?
10. What activities are offered in your SLC to motivate or keep ninth-grade
students interested in school
11. On a scale from 1-10, with 1 being least effective and 10 being very
effective, how would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 7 8 9 10
Least effective Very effective
12. What is your reason for selecting this rating?
13. Which model do you prefer and why?
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APPENDIX B
Interview Questions: SLC Academy Counselor and Administrator
Background Questions
1. How many years have you taught in public education?
2. How many years have you taught at this school?
3. What is your highest level of education?
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
5. What is the process in which ninth-grade students become part of the SLC
academies?
6. How are ninth-grade students supported academically?
7. How has the SLC academy model had any impact on the following issues?
a. Attendance
b. Number of disciplinary referrals
c. Grades
d. EOCT scores
8. How many ninth-grade students were not promoted to the tenth grade?
9. How active are parents in the Academy in regards to parent meetings and
school activities?
10. Have you observed any differences in how students of different gender
perform in the academies?
11. What activities are offered in your SLC to motivate or keep ninth-grade
students interested in school?
12. On a scale from 1-10, 1 being least effective and 10 being very effective,
how would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 7 8 9 10
Least effective Very effective
13. What is your reason for selecting this rating?
14. Which model do you prefer and why?
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APPENDIX C
Responses to Interview Questions
SLC Academy Teacher 1
Background Questions
1. How many years have you taught in public education? 7
2. How many years at this school? 4
3. What is your highest level of education? Educational Specialist
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
I teach 9th grade math. I conduct daily tutorials. Jam also the go~fcoach, and I
Sponsor the Honors Society.
5. What is the process in which ninth grade students become part of the SLC
Academy?
The students are given the opportunity to rank the academies in which they
would like to be assigned by 1-4, one being theirfirst choice, andfour being
their last choice. The Academy leader attempt to give students’ theirfirst
choice; however, it can be a random placement.
6. How are ninth grade students supported academically?
They have a strong core support; meaning that they have the same core teacher
for ninth grade for each academy. Their core classes andphysically located
near each other. The teacher and students get to know each other very well. We
develop a close relationshz~. They get more attention because we know all of
our students.
7. How has the SLC Academy model had any impact on the following questions?
e. Attendance





That has also improved. When we have disciplinaryproblems, our
referrals go to the Academy Leader. He will thenforward the referral to
the discipline office ~f the issue is not resolved~ or ~f it warrants tougher
action.
g. Grades
It is about the same. Maybe improved about 10%
h. EOCT Test Scores (ELA, Math and Science Teachers)
I believe the scores are better.
8. What was the failure rate for your course? 30%
9. Have you observed any differences in how students of different gender perform
in the academy?
For this academy the boys seem to be drawn to the theme more. They seem
more engaged.
10. What activities are offered in your SLC to motivate or keep ninth grade students
interested in school?
We have engineering, robotics, HOSA (Health Occupations).
11. On a scale from 1-10, one being least effective and ten being very effective, how
would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 7 8 9
Least Effective Somewhat Effective Veiy Effective
12. What is your reason for selecting this rating?
We have a great Academy Leader. Ifeel we excel due to parent communication
and the relationships we have established with students.
13. Which model do you prefer and why?
Iprefer the Academy model because itproves early intervention.
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Appendix C (continued)
SLC Academy Teacher 2
Background Questions
1. How many years have you taught in public education? 6
2. How many years at this school? 6
3. What is your highest level of education? Bachelor ‘s Degree with some
Graduate Studies
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
I teach freshman math.
5. What is the process in which ninth grade students become part of the SLC
Academy?
Eighth Grade students from ourfeeder middle school complete an application
andplace in order of the SLC Academy that they would like to join. Many are
placed randomly due to leveling of the academies
6. How are ninth grade students supported academically?
We have weekly interdiscz~linary team meetings. We discuss spec~flc students
that we share in our classes to create interventions for struggling students.
7. How has the SLC Academy model had any impact on the following questions?
a. Attendance
I haven ‘t noticed a change due to that academy; however, the change in
school policy may have an impact on some students.
b. Disciplinary Referrals
I believe disczplinary referrals have decreased because ofacademy
interventions.
c. Grades
I haven ‘t noticed a change in grades.
d. EOCT Test Scores (ELA, Math and Science Teachers)
I don ‘t have any knowledge ofa change in scores.
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Appendix C (continued)
8. What was the failure rate for your course? 17%
9. Have you observed any differences in how students of different gender perform
in the academy? No
10. What activities are offered in your SLC to motivate or keep ninth grade students
interested in school?
We have the news networ1ç~ the newspaper~ school magazine, and the yearbook.
11. On a scale from 1-10, one being least effective and ten being very effective, how
would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 7 8 9 10
Least Effective Somewhat Effective Very Effective
12. What is your reason for selecting this rating?
The academies are notpure. I have studentsfrom other academies mixed into
myfreshman classes. I also teach in other academies as a shared teacher.
13. Which model do you prefer and why?




SLC Academy Teacher 3
Background Questions
1. How many years have you taught in public education? 12
2. How many years at this school? 4
3. What is your highest level of education? Doctorate
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
Jam an AP Biology teacher. Jam also the g~fied lead teacher and the science
lead teacher.
5. What is the process in which ninth grade students become part of the SLC
Academy?
The Academy Leaders visit the middle schools to inform students andparents
about each academy. The eighth grade students submit the application with
their first, second and third choices indicated. There is an attempt to give
students theirfirst choice; however~ student may be placed due to leveling.
Students are given the opportunity to request a transfer to a d~(ferent academy
after theirfreshman year only.
6. How are ninth grade students supported academically?
We provide weekly tutorials. We have a counselor who specifically supports our
students. We have a writing lab.
7. How has the SLC Academy model had any impact on the following questions?
a. Attendance
We monitor only our academy students, and we can address attendance
issues quickly. I believe attendance has improved.
b. Disciplinary Referrals
There seems to be a decrease in disczplinary referrals because teacher




Core set ofteachers plan in the interdisciplinary team. I believe there has
been an improvement in grades.
d. EOCT Test Scores (ELA, Math and Science Teachers)
The SLC academy may have hurt EOCT scores. We meet as
interdiscz~linary teams, but we do not meet as course departments.
Academies don ‘t meet as academic departments; therefore, the teachers
don ‘t get to plan with teachers in their subject.
8. What was the failure rate for your course? 0%
9. Have you observed any differences in how students of different gender perform
in the academy? Not really, they both perform well.
10. What activities are offered in your SLC to motivate or keep ninth grade students
interested in school?
We have an awards program each quarter. We celebrate students’ small and
large accomplishments. OurJIeldtrips to colleges and businesses relate to our
SLC pathways.
11. On a scale from 1-10, one being least effective and ten being very effective, how
would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 2 8 9 10
Least Effective Somewhat Effective Very Effective
12. What is your reason for selecting this rating?
The academies are notpure. Students from other academies do not participate
in our activities for our academy. The activities do not apply to the other themes
orpathwaysfor the other academy students. Also, the community perception is
that one academy is stronger than the other. There seem to be a community
bias.
Appendix C (continued)
13. Which model do you prefer and why?
Well it’s a combination. The academy offers a certain skill set andpathways
that interest the students. However, there is a lack ofplanning due to the




SLC Academy Teacher 4
Background Questions
1. How many years have you taught in public education? 10
2. How many years at this school? 3 1/2
3. What is your highest level of education? Doctorate
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
lam in educator in the Social Sciences. I serve as a teacher mentor and a
student mentor. Jam a member ofthe Princi:pal’s Cabinet.
5. What is the process in which ninth grade students become part of the SLC
Academy?
Students select as academy in the spring oftheir eighth grade year. Parents
play a vital role.
6. How are ninth grade students supported academically?
We offer a variety oftutorials. We have a counselor specifically assigned to our
academy.
7. How has the SLC Academy model had any impact on the following questions?
a. Attendance
I would have to see the data but ~fI would have to guess... not much
impact.
b. Disciplinary Referrals
Academiesfollow the theme of The Little Red School House. We work
together; teachers monitor. Referrals have decreased.
c. Grades
We know our students. They are aware that we know who they are. They
can ‘t hide behaviors. I believe grades have increased.
d. EOCT Test Scores (ELA, Math and Science Teachers)
I would have to see the data.
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8. What was the failure rate for your course? Less than 24%
9. Have you observed any differences in how students of different gender perform
in the academy?
The d~fferences have been based on the academy and not gender.
10. What activities are offered in your SLC to motivate or keep ninth grade students
interested in school?
We have theme coursesfor the pathways such as engineering and medical. We
have fieldtripsfor intrinsic andpractical learning. We offer robotics.
11. On a scale from 1-10, one being least effective and ten being very effective, how
would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 2 8 9 10
Least Effective Somewhat Effective Very Effective
12. What is your reason for selecting this rating?
Because ofinternal policies andprocedures. .. notfollowing the design.
Students are not all sharing the same core teachers in the academy.
13. Which model do you prefer and why?
Iprefer the traditional 4 X 4 model that meets every day. The SLC 4 X 8 model
gives students an overload ofclasses. College students don ‘t take that many
classes in a week per semester.
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Appendix C (continued)
SLC Academy Counselor and Administrator #1
Background Questions
1. How many years have you taught in public education? 17
2. How many years at this school? 5
3. What is your highest level of education? Educational Specialist
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
lam an SLC school counselor. I serve 427 ninth to twe~fih grade students.
5. What is the process in which ninth grade students become part of the SLC
Academy?
In the spring we visit ourfeeder middle schools to present each SLC to the
eighth grade class. The counselors and academy leaders from each SLC go over
to answer questions and give information concerning their SLC. The rising
eighth graders are given an application where they list their choice ofSLC in
order of 1, 2, and 3. We try to accommodate the student ~first choice, but it is
also based on availability.
6. How are ninth grade students supported academically?
The students have access to a team ofteachers via tutorial. Jam also available
to provide a meansfor additional support.
7. How has the SLC Academy model had any impact on the following questions?
a. Attendance
I believe that attendance has improved. We concentrate on building
relationships withfamilies. I believe that this has had a direct positive
affect on student attendance.
b. Disciplinary Referrals
Yes, I have noticed less disczplinary referrals. We have advisory teachers
in each SLC. The advisory teacher and academy leader usually deal with




Yes, similar to attendance and disciplinary referrals, I have noticed an
improvement in grades.
d. EOCT Test Scores (ELA, Math and Science Teachers)
The test scores are typically the same as before. The students who are
part ofthis SLC are above average test takers, typically.
8. How many ninth grade students were not promoted to the tenth grade?
Approximately 10 students
9. How active are parents in the Academy in regards to parent meetings and school
activities?
In this academy the parents are very active. They are really involved in the
school. Most are members ofthe PTSA, and they participate in many ofthe co
curricular and extracurricular programs.
10. Have you observed any differences in how students of different gender perform
in the academy?
There are many more girls in this SLC then there are boys. They both seem to
perform well; however you will see more girls active because ofthe lack ofboys
in the academy.
11. What activities are offered in your SLC to motivate or keep ninth grade students
interested in school?
We take the students onfieldtrzps to colleges and businesses. We have mentors
who interact with students in groups or individually. We also have many
programsfor the students to become active members.
12. On a scale from 1-10, one being least effective and ten being very effective, how
would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 7 8 9 10
Least Effective Somewhat Effective Very Effective
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13. What is your reason for selecting this rating?
All of the four academies are totally different socioeconomically, race, and
gender. Some consider the academies in low versus high. This academy has
many students who have proven to be great students. Other academies have
many more challenges.
14. Which model do you prefer and why?
Iprefer the SLC model because I have the opportunity to really get to know the
students. It gives a more personalized relationshzp with students. In a
traditional model, students get lost.
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SLC Academy Counselor and Administrator #2
Background Questions
1. How many years have you taught in public education? 20 years
2. How many years at this school? 2 years
3. What is your highest level of education? MS
Ninth Grade Measures Questions
4. Describe your responsibilities and duties at the school.
As an academy leader I oversee the instructional delivery, overall wellbeing,
and needs ofstudents. I utilize other resources to provide additional support to
struggling academy students.
5. What is the process in which ninth grade students become part of the SLC
Academy?
There are two parts or stages to becoming a member ofan SLC. First, we visit
the middle school to garner interest in the SLCs. The students andparents
complete an application. The secondpart is the official registration here at the
school.
6. How are ninth grade students supported academically?
It is a collective effort. They are supported by their academy teachers. They can
meet with me directly. We also have a counselor who works directly with the
academy students.
7. How has the SLC Academy model had any impact on the following questions?
a. Attendance
I don ‘t have numerical data, but I believe it has been beneficial; done a
decent job. It has had a positive impact.
b. Disciplinary Referrals
I don ‘t have to forward many disciplinary referrals to the assistant
princzpal. I can usually deal with disciplinary infractions by working with
the teacher andparent. I roughly get about thirty disciplinary infractions.




Our honors program has had a positive impact on grades. They have
been improving.
d. EOCT Test Scores (ELA, Math and Science Teachers)
Math and Biology collectively did well. We had about a 75% pass rate.
8. How many ninth grade students were not promoted to the tenth grade?
Approximatelyfifteen to twenty students
9. How active are parents in the Academy in regards to parent meetings and school
activities?
That’s the beautiful part. They are very active in all aspects ofthe academy.
They assure me oftheir support.
10. Have you observed any differences in how students of different gender perform
in the academy?
I have not noticed a c4fference in gender performance. They have a balanced
interest in the pathways offered in this SLC.
11. What activities are offered in your SLC to motivate or keep ninth grade students
interested in school?
Honors program, guest speakers, numerous experiences; These activities
legitimate the program.
12. On a scale from 1-10, one being least effective and ten being very effective, how
would you rate the effectiveness of the SLC Academy?
1 2 3 4 5 6 7 8 9 10
Least Effective Somewhat Effective Very Effective
13. What is your reason for selecting this rating?
We still have a lot ofwork to do. We are notfully staffed. We are missing two
teachers. We also must continue to build relationships to expand the program.
Appendix C (continued)
14. Which model do you prefer and why?
I like the SLC model. I have a passion for it. I like the specialization and




You are invited to be a participant in a research study of the impact of ninth grade student
performance in a comparison of SLC Academy model and the traditional school model.
You were selected as a possible participant because you serve as a ninth grade teacher,
counselor, or administrator. You are asked to read this form before agreeing to be in the
study.
This study is being conducted by Jormell B. Cofield, a graduate student at Clark Atlanta
University.
Background Information: The purpose of this causal-comparative research study is to
determine the extent to which ninth-grade student performances are impacted by the
small learning community model. the study is designed to compare ninth-grade
performance measures at the end of the 2009—20 10 school year (when the school was
organized under the traditional high school model) and the 2010—2011 school year (when
the ninth grade was organized under the small communities model).
Procedures: If you agree to be in this study, you are asked to do the following
things: Participate in a process that involves an oral interview and a brief written
portion. The entire process will take no more than 15-20 minutes to complete.
Risks and Benefits of Being in the Study: This study does not contain any risks. The
benefit of being in the study is to give supporting perceptions based on your position in
the SLC or traditional school model of the impact of school model on ninth grade student
performance.
Confidentiality: The records of this study will be kept private. Research records will be
kept is a locked file; only the researcher will have access to the records. All interviews
will be recorded and retained for five (5) years. At the end of year five (5), all tape
recordings will be destroyed. The Principal Investigator as well as the Dissertation
Committee will be the only persons with access to the recordings.
Voluntary Nature of the Study: Your decision whether or not to participate will not
affect your current or future relations with the researcher, Clark Atlanta University, or
with the school district. Your participation in this research is completely voluntary, and




previously identified. If a participant decides to withdraw from the study, a verbal or
written request will be accepted to withdraw from the study.
Contact: The researcher conducting this study is: Jormell B. Cofield. If you have any
questions regarding this research, you may contact the research at: Phone: 770-855-6587,
or email atjormell@bellsouth.net
You will be given a copy of this form to keep for your records.
Statement of Consent: I have read the above information. I have asked questions and
received answers. I consent to participate in the study.
Print Name____________________________ Signature.
Date______________________________________
Signature of Investigator____________________ Date
APPENDIX E
Document Analysis
Document Title: High School Transformation Brochure
Date Reviewed: August 10, 2012
Document Description:
The High School Transformation Brochure describes the process of a systemic change
in the structure of high schools over a five year span. The brochure addresses 13
frequently asked questions and gives directions for opportunity for feedback.
Brief Summary of Contents:
The brochure begins with describing the reforms implemented in elementary schools
which began in 2000 with a district wide emphasis on literacy with the inclusion of the
Project GRAD (Graduation Really Achieves Dreams) initiative.
The following goals are highlighted:
• To graduate at least 90% of 9th graders in four years
• To ensure that all students not only graduate but are prepared for college and
career with real post-secondary options
• To ensure APS high schools are first choice for students and parents in the City of
Atlanta
• To provide a world-class educational experience for all students.
The purpose for high school transformation is explained as process/means to increase the
graduation rate
Financial support for the high school transformation process began in October 2005, with




planning process that resulted in a five-year comprehensive implementation plan. In
November 2005, the Bill & Melinda Gates Foundation awarded APS a $10.5 million
implementation grant to support the initial years of the High School Transformation
Initiative.
The initial high school transformation occurred in the south part of the city which
transformed the campus into small schools each with a separate administration and
faculty. The other high schools were transformed in three waves. Wave one transformed
two other high schools into small schools. Wave two transformed three high schools into
small learning communities (SLC) which operated under one principal, academy leaders,
and the faculty was separated into academies. Wave three transformed the remaining
three high schools into small learning communities.
Also included in the brochure was the national data on the high school crisis. This data
indicates the significant difference of the graduation rate for Hispanics and Blacks (50%)
versus the national graduation rate (68-71%). The dropout rate statistics are given such
as the difference in income, government assistance, lifetime cost for students who have
not earned a high school diploma.
Significance or importance of document; Event or context, if any, with which the
document is associated:
The significance of this document outlines the process and gives an understanding of the
funding associated with the high school transformation process. The document gives
stakeholders a better understanding of why and how the high schools were transformed.
This document is associated with all high schools that have either been transformed into
Small Schools or SLCs.
This document supports my understanding of the process of the high school
transformation such as the three waves and the awards of the two grants from the Bill and
Melinda Gates Foundation.
Preliminary Themes:
The main themes of the brochure are
+ The need to transform high schools,
+ The goals of high school transformation, and
+ Support for high school transformation.
Appendix E (continued)
This brochure was intended to inform parents about the need and steps for the high
transformation.
Important Quote:
























The observation took place at a high school in a Small Learning Community (SLC) ninth
grade honors biology class on Aug. 13, 2012. The class was started at 8:15 am and ended
at 10:05 am. The teacher that granted me permission to conduct my observation wanted
assurances that I was there to observe the academy students. I assured her that I was
there only for an observation of her students. The classroom was large. I sat in the back
corner of the classroom by the door. The teacher made reference of me to the class (after
everyone was settled) as a teacher working on an assignment.
• I am observing ninth grade students who are the first class of this particular SLC.
Question: Is the classroom environment of SLC students more conducive to
learning?
• Observational Questions:
1. What decorations adorn the classroom?
The teacher had a great amount ofstudent workposted. Examples of
projects were all around the room.
2. Are students interacting with each other?
The students worked in groups. They were organized and worked
effectively in their groups.
3. Is the classroom spacious or overcrowded?
It is a large classroom with a large open space in the back ofthe room.
The room is crowded towards the front~ but there are only 27 students in




4. Do students readily volunteer answers in discussion?
Students appear to very comfortable and respectful to their teacher.
They readily participated in the discussion. Some students were
disrespectful to each other, but their behavior was corrected by the
teacher.
5. Do they talk to each other as well as to the teacher?
They stayedfocused in their groups and held active conversations about
their lab.
They appeared to be on task.
6. Does classroom procedure optimize cooperation or competition?
The classroom procedure optimized cooperation. The students know what
to do and theyfollowed an instructional agenda. -
7. How do students perceive they will be rewarded for effort?
They earned academy cash at the end ofclass during a question and
answer period. I don ‘t know what the cash went to, but the students were
eager to receive the cash.
8. Is the class heterogeneously or homogeneously grouped?
The grouping appeared to be heterogeneous. The groups either had two
boys and one girl or one boy and two girls.
9. What kinds of curriculum materials are used?
The used their textbooks, Mac computers, and handouts from the teacher.
10. What role does the teacher play during group activities?
The teacher supported the students during the lab activity. She did not




Length of Activity: 110 minutes
Descriptive Notes Reflective Notes
8:10 am: The teacher stood at the door to
greet the students as they entered the
classroom.
The students talked to each other, and they The students and the teacher appear to have a
yelled across the room. friendly rapport.
The students settled down and became quiet There were many things posted around the
after the late bell rang at 8:15. room such as student work, classroom
procedures/rules, curriculum posters, and
At 8:15 there were 22 students in the room. motivational posters.
Most students starting writing when the late They appeared to be in good sprites.
bell rang.
They were loud.
A few students sat there with nothing on the
table.
Teacher (T): Good morning The room was large. Only a few students
noticed me in the back corner.
Students (S): Good morning (some
responded)
T: Now you all know what to do. All of you The teacher announced that I was in the room
should have started your instructional agenda. because of those few students turning around
to look atme.
The reminder of the students started to write.
A few of the students turned around and
looked back at me.
T: Ok everyone, that is Mrs. Cofield in the
back and she is working on an assignment.
Some students waved, and one yelled hello.
Some of the students giggled.
Students followed an instructional agenda and
reminded students of their time pacing.
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Length of Activity: 110 minutes
Descriptive Notes Reflective Notes
By 8:30 am there were five additional students
who had arrived late to class.
T: Please refer to today’s lesson on the
agenda. You will start your lab today on These students arrived between 8:15 and 8:3 0.
heredity, but first there will be a short quiz. They knew the procedure to check-in to class.
You have 10 minutes. They did not disturb the class as they entered.
Some students moaned and a few laughed.
S: You all should have studied. The atmosphere was light; almost relaxed.
More students laughed.
T: Now, now stop that. Everyone should be The students knew the procedure of the class.
prepared for the quiz.
As the teacher passed out the quiz, I heard
some students say “yes” The use of the timer was affective in keeping
the students on task.
The teacher used a timer.
At the end of the quiz the students were told to
move to their groups.
8:50 am: The students were in groups of
three. The teacher began to ask questions of
the entire class as they settled into their groups
pertaining to heredity. She then instructed
them to complete their pre-lab before starting
the lab. The teacher monitored the students, and she
The teacher moved to table to table was encouraging. She would not give them the
monitoring the students. answers.
Some students tried to ask her questions.
T: Read and talk to your group members She corrected a student’s grammar.
before asking me questions concerning the .
1 b She did not address the student s commentpre- a dir ctly, but she did explain that she would
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Length of Activity: 110 minutes
Descriptive Notes Reflective Notes
S: She always does that. She don’t want to help them with the pre-lab once they made an
help nobody. attempt on their own.
T: The correct way to say that is: She doesn’t
want to help anybody.
Some students giggled.
T: We will discuss the pre-lab in fifteen
minutes. I want you to try to complete the
pre-lab in your group.
9:10am: The teacher asked everyone to look
at the Promethean Board. She had posted the
pre-lab questions.
T: Let’s discuss the pre-lab, I will not give
you answers to the questions, but I will give
you hints. The review of the pre-lab seems to relax the
anxiety of some of the students.
S: Aww man
She was very organized.
T: Please remember that we are finishing this
standard. You can refer back to your
assignments also. The students were use to working in their
The teacher and students discussed the pre- groups. They moved in to their groups
lab. quickly.
T: Ok once you have completed the pre-lab,
submit the form with all three of the group
members’ names at the top right hand corner
of the paper.
By 9:20am all groups had started the lab.




Length of Activity: 110 minutes
Descriptive Notes Reflective Notes
One student was gathering their materials,
another student was writing at the table, and
the third student was at the computer.
There were 10 Mac computers in the room. There was a great amount of technology in the
room. There was a document camera (works
The teacher walked over to the computers to an overhead projector), Promethean Board, and
assist the students. 10 Mac computers (large screens).
The two students at the table started to
conduct the lab.
The students were comfortable using the Mac
S: Do we have to finish this lab today? computers, and they stayed on task.
T: Yes, you all have more than enough time
to finish this lab if you stay focused. Let me
know if your group needs assistance. She guided students that had questions with the
computer part of the lab.
There were a total of nine groups; two groups
raised their hands for assistance.
9:30am: The teacher went to each of the two
groups to assist them. The teacher asked
students about their answers concerning their The teacher knew which groups to assist.
lab. They appeared to be having a discussion. She monitored the students. They were not
Students started printing from the computers. afraid to ask questions. Everyone was
Some rushed back to join their groups. Other working.
took a little longer at the computers. The students did not waste time. The groups
divided the lab parts, and then they came back
together to write the lab report.
9:45am: All of the students were back in their
groups. They were working together.
The students were conscience of their time.
5: How much time do we have left?
T: You have about 15 minutes.
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Length of Activity: 110 minutes
Descriptive Notes Reflective Notes
S: That not enough time. They encouraged and pushed each other. The
teacher did not have to correct students’
S: We can do it, you do this. Stop talking behavior. They corrected each other.
The teacher informed students of how well
they were doing in relation to the lab.
9:55am: Groups started to submit their labs.
T: As you finish labs, return all materials to There were a few students who felt the need to
the prep area. cosign or reiterate the teacher’s instructions.
As students cleaned up, there was a lot of The teacher did not allow the students to be
movement and they were raising their voices, rude to each other.
T: Please cleanup quietly.
5: Yeah, shut-up. We are trying to finish.
T: (name) you don’t have to be rude.
S: I’m sorry
T: Class please work on your exit tickets while
the other groups finish their lab.
10:00am: A timer rang. All groups submitted
their lab.
The teacher informed students of how well
they had done on conducting their lab. There was a routine in place for closure.
The teacher used the popcorn technique and
academy cash to asked questions about the
lesson. She gave them a reward for answering
questions correctly.
She reminded them to submit their exit tickets
at the ringing of the bell. They know how to exit the room.
Appendix F
Length of Activity: 110 minutes
Descriptive Notes Reflective Notes
10:05am: The bell rang, and the students
submitted their exit tickets in a basket by the
door. As soon as the bell rang the student got
extremely loud.
The teacher went to the door as the students
exited. She called them back to order. She dismissed
the class.




Group: 1 = Academies Gender: 1 = Male Promoted: 0 = No
2 = Traditional 2 = Female 1 = Yes
EOCT score
# of
Academy A, Student Disciplinary
Group B, C, or D # Abs Science Math Literature Referrals Gender Promoted GPA
1 A 1 0 88 74 90 0 2 1 93.118
1 A 2 1 92 90 91 0 1 1 92.719
1 A 3 0 88 82 90 0 2 1 84.375
1 A 4 4 78 84 86 0 2 1 92.594
1 A 5 1 94 93 93 0 1 1 95.571
1 A 6 4 88 84 91 0 2 1 94.188
1 A 7 1 85 70 90 0 2 1 85.758
1 A 8 2 93 92 92 0 1 1 90.75
1 A 9 3 90 77 91 0 2 1 90.25
I A 10 5 95 91 90 0 1 1 92.188
1 A 11 3 62 57 67 1 1 0 79.094
1 A 12 0 73 77 91 0 2 1 88.8
1 A 13 3 76 90 91 0 2 1 91.548
1 A 14 0 57 67 67 0 1 0 75.25
1 A 15 1 55 62 68 0 2 0 77.667
1 A 16 0 92 90 93 0 2 1 95.382
1 A 17 8 72 71 85 1 2 1 87.909
1 A 18 1 91 91 96 0 2 1 94.969
1 A 19 2 89 80 91 0 2 1 89.424
1 A 20 2 69 79 82 0 2 1 82.667
1 A 21 0 72 70 79 0 2 1 86.219
1 A 22 0 80 76 92 0 2 1 90.257
1 A 23 1 91 91 92 0 1 1 94.906
I A 24 1 94 86 94 0 1 1 97.5 14
1 A 25 0 92 79 93 0 1 1 90.75
I A 26 6 91 97 92 0 2 1 95.8
I A 27 0 80 83 90 0 2 1 92.281
1 A 28 2 92 90 91 0 1 1 95.294
1 A 29 8 90 90 88 0 2 1 89.121




Group: 1 = Academies Gender: 1 = Male Promoted: 0 = No
2 = Traditional 2 = Female 1 = Yes
EOCT score
# of
Academy A, Student Disciplinary
Group B, C, or D # Abs Science Math Literature Referrals Gender Promoted GPA
B 1 2 76 70 80 0 2 1 83.875
1 B 2 11 63 71 77 1 1 1 77.28
1 B 3 1 71 66 77 0 2 1 82.875
1 B 4 14 61 69 78 1 1 0 53.667
1 B 5 0 70 92 81 0 2 1 86.469
1 B 6 3 72 58 61 0 2 0 75.5
1 B 7 11 47 58 60 0 2 0 73.308
1 B 8 8 91 90 93 0 2 1 96.063
1 B 9 3 70 55 81 1 1 0 62.844
1 B 10 0 65 64 78 0 1 1 75.452
1 B 11 4 90 70 92 0 2 1 88.903
1 B 12 7 84 68 91 0 1 1 79.844
1 B 13 1 68 65 70 0 1 0 64.563
1 B 14 7 51 59 60 1 2 0 73
1 B 15 8 47 61 63 0 1 0 62.167
1 B 16 3 86 67 92 1 2 1 86.063
1 B 17 2 61 58 66 0 2 1 86.281
I B 18 2 78 70 92 0 2 1 82.324
1 B 19 11 81 64 81 0 2 0 76.853
1 B 20 21 84 90 91 0 2 0 79.313
1 B 21 29 51 62 28 1 1 0 49.367
1 B 22 4 61 50 61 0 1 0 — 76.419
1 B 23 2 67 70 77 0 1 1 77.806
1 B 24 0 67 64 73 0 1 0 72.382
1 B 25 5 55 45 57 0 2 0 72.875
1 B 26 10 76 70 85 3 2 1 78.03 1
1 B 27 0 88 68 90 0 2 1 86.156
1 B 28 3 83 64 80 1 2 1 76.971
1 B 29 4 76 60 65 0 1 0 69.419
1 B 30 6 67 64 79 0 2 0 73.194
1 C 1 2 78 76 90 1 1 0 79.75
1 C 2 2 68 67 78 1 2 1 85.003
1 C 3 15 67 64 69 2 1 0 69.667
1 C 4 1 66 62 68 0 1 0 73.576
I C 5 6 83 67 91 1 2 0 67.375
1 C 6 0 78 65 91 0 2 0 79.333
1 C 7 0 67 73 78 0 1 1 78.281
I C 8 10 69 67 83 0 2 1 79.788
1 C 9 1 90 77 90 0 1 1 87.382
Appendix D (continued)
Group: 1 = Academies Gender: 1 = Male Promoted: 0 = No
2 = Traditional 2 = Female 1 = Yes
EOCT score
# of
Academy A, Student Disciplinary
Group B, C, or D # Abs Science Math Literature Referrals Gender Promoted GPA
1 C 10 10 69 65 72 1 1 1 78.938
1 C 11 0 67 71 83 0 1 1 78.188
1 C 12 0 89 90 91 0 1 1 88.25
1 C 13 3 67 68 81 1 2 1 84.844
1 C 14 5 61 68 74 0 1 1 86.313
1 C 15 3 91 87 92 0 2 1 92.094
1 C 16 12 75 72 90 0 1 1 85.563
1 C 17 1 79 72 90 0 2 1 84.125
1 C 18 2 90 71 91 0 1 0 81.875
1 C 19 2 83 78 90 1 1 0 79.25
1 C 20 5 90 90 94 0 1 1 96.063
I C 21 4 94 91 95 0 2 1 93.375
1 C 22 4 67 68 81 1 2 1 75.594
1 C 23 3 91 93 93 0 2 1 98.969
1 C 24 17 75 77 78 3 1 0 68.125
1 C 25 0 60 62 67 0 2 0 78.5
1 C 26 4 84 76 92 0 1 1 90.906
1 C 27 0 81 91 81 0 1 1 92.188
1 C 28 2 60 62 61 1 1 0 57.097
1 C 29 6 90 65 74 1 1 0 74.257
1 C 30 3 45 59 66 1 1 1 71.636
1 D 1 2 86 84 79 1 1 0 82.438
1 D 2 4 80 73 81 0 1 0 78.765
1 D 3 4 58 68 61 0 1 0 65
1 D 4 11 89 86 90 0 1 0 71.813
1 D 5 0 94 93 96 0 1 1 96.059
1 D 6 3 66 59 77 0 2 0 76.563
1 D 7 4 91 72 81 2 2 0 77.061
1 D 8 1 94 86 93 0 1 1 94.156
1 D 9 4 91 87 90 0 1 1 86.455
1 D 10 2 93 92 92 0 2 1 78.813
1 D 11 7 90 87 91 0 2 1 70.273
1 D 12 5 76 69 92 0 1 0 75.156
1 D 13 0 72 78 74 0 2 0 81.469
I D 14 0 94 91 96 0 1 1 93.559
1 D 15 0 78 69 74 0 1 1 82.242
1 D 16 1 91 86 92 0 2 1 95.25
1 D 17 0 60 73 65 0 2 0 74.152
1 D 18 I 93 91 93 0 1 1 93.531
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Group: 1 = Academies Gender: I = Male Promoted: 0 = No
2 = Traditional 2 = Female 1 = Yes
score
# of
Academy A, Student Disciplinary
Group B, C, or D # Abs Science Math Literature Referrals Gender Promoted GPA
1 D 19 0 92 86 96 0 2 1 91.647
1 D 20 1 91 91 92 0 2 1 95.111
1 D 21 8 52 60 76 0 2 0 44.152
1 D 22 1 90 76 94 0 2 1 84.176
I D 23 2 85 82 81 0 2 0 85.167
1 D 24 1 77 73 90 1 1 0 70.406
1 D 25 1 70 62 74 0 1 0 72.794
1 D 26 3 78 78 73 0 1 0 79.424
1 D 27 1 92 91 92 0 2 1 91
1 D 28 2 82 76 88 0 1 0 77.531
1 D 29 1 93 91 91 0 1 1 92
1 D 30 0 67 70 85 0 1 0 73
2 1 0 93 92 100 0 2 1 98
2 2 2 61 57 65 1 1 0 76.02
2 3 1 78 83 90 1 2 1 88.208
2 4 1 73 79 82 0 1 1 77.077
2 5 0 56 54 65 1 2 1 72.75
2 6 2 70 71 76 2 2 0 85.92
2 7 4 92 82 92 0 1 0 92.77 1
2 8 1 76 75 91 0 2 1 82.482
2 9 0 57 79 64 1 2 1 76.344
2 10 0 91 88 92 0 1 1 89.347
2 11 0 60 49 75 0 1 0 47
2 12 2 91 84 88 0 1 1 89
2 13 4 88 80 86 0 2 1 87.98
2 14 1 96 100 98 0 2 1 97
2 15 3 80 80 86 0 1 1 96.902
2 16 1 91 71 73 0 2 1 84.915
2 17 2 74 76 80 0 1 1 86.083
2 18 1 73 79 86 0 2 0 83.188
2 19 2 81 73 90 0 1 1 84.917
2 20 1 92 92 93 0 1 1 96.277
2 21 2 53 63 68 0 2 1 78.417
2 22 3 91 92 92 0 2 1 95.714
2 23 1 67 67 73 2 1 1 75.958
2 24 4 69 83 80 0 1 1 80.54
2 25 1 84 77 91 0 2 1 86.583
2 26 1 69 75 81 0 2 1 82.551




Group: 1 = Academies Gender: 1 = Male Promoted: 0 = No
2 = Traditional 2 = Female 1 = Yes
score
# of
Academy A, Student Disciplinary
Group B, C, or D # Abs Science Math Literature Referrals Gender Promoted GPA
2 28 3 91 90 92 0 1 0 96.277
2 29 2 91 86 96 0 2 1 94.453
2 30 1 83 79 91 1 2 1 86.898
2 31 1 88 80 92 0 2 1 88.86
2 32 4 58 64 85 2 1 0 84.523
2 33 3 63 62 69 0 2 0 65.922
2 34 0 90 78 87 0 2 1 93.5
2 35 4 78 74 88 0 1 1 87.681
2 36 1 68 67 79 0 1 0 73.976
2 37 1 92 75 92 0 1 1 95.367
2 38 5 57 74 59 1 2 0 65.627
2 39 3 73 79 72 0 1 1 86.438
2 40 1 73 72 84 0 2 1 86.9
2 41 0 72 68 90 0 1 1 87.878
2 42 2 90 84 90 0 2 1 89.125
2 43 0 91 84 91 0 2 1 95.128
2 44 0 92 77 91 0 2 1 95.583
2 45 2 91 75 80 0 1 1 81.163
2 46 5 48 50 64 1 1 0 67.833
2 47 0 90 78 90 1 2 1 90.875
2 48 1 90 79 91 0 1 1 86.583
2 49 1 91 80 93 0 2 1 91.406
2 50 2 61 83 86 0 1 1 85.604
2 51 1 80 71 90 1 2 0 67.824
2 52 3 80 86 85 1 2 1 92.542
2 53 3 92 92 91 1 1 1 84.75
2 54 6 90 90 91 0 2 1 92.957
2 55 3 75 77 87 1 2 1 81.592
~ 2 56 3 91 82 92 0 2 1 91.854
2 57 1 88 78 84 0 2 1 79.735
2 58 0 90 73 92 0 1 1 80.417
2 59 0 92 88 92 0 2 1 98.063
2 60 7 66 62 63 0 2 0 75.444
2 61 1 93 92 92 0 2 1 97.796
2 62 0 76 75 79 0 1 1 78.583
2 63 0 82 80 83 0 1 1 90.469
2 64 1 94 93 93 0 1 1 96
2 65 3 93 90 92 0 2 1 93.574
Appendix D (continued)
Group: 1 = Academies Gender: 1 = Male Promoted: 0 = No
2 = Traditional 2 = Female 1 = Yes
EOCT score
# of
Academy A, Student Disciplinary
Group B, C, or D # Abs Science Math Literature Referrals Gender Promoted GPA
2 66 0 86 90 90 0 2 1 91.571
2 67 2 94 91 94 0 1 1 85.449
2 68 1 72 78 79 1 2 1 86.938
2 69 1 83 77 87 0 1 1 81.188
2 70 5 91 82 90 0 2 1 87.5
2 71 9 82 72 91 0 2 1 85.438
2 72 1 74 77 90 0 2 0 8 1.706
2 73 1 68 75 67 0 1 0 75.6
2 74 0 77 69 72 0 2 1 90.224
2 75 4 62 70 74 3 2 0 77.109
2 76 2 78 59 84 0 2 0 75.021
2 77 3 65 68 76 0 2 1 84.25
2 78 1 60 61 67 0 2 0 74.706
2 79 1 62 75 74 0 2 0 71.8
2 80 0 67 74 70 0 2 1 77.46
2 81 3 55 64 77 0 2 0 70.86
2 82 4 85 90 90 0 1 1 85.521
2 83 0 73 80 84 0 2 1 85.188
2 84 0 70 77 90 0 1 1 90.354
2 85 3 90 83 88 0 1 0 89.383
2 86 2 57 60 79 0 2 0 78.388
2 87 1 74 80 88 0 1 0 82.367
2 88 1 82 73 88 0 1 1 85.149
2 89 0 61 74 83 0 2 1 83.708
2 90 0 92 83 91 0 2 1 94.646
2 91 0 91 78 90 0 2 1 89.204
2 92 1 72 73 90 0 2 1 89
2 93 3 74 75 91 0 2 1 85.521
2 94 1 71 71 73 0 1 1 80.854
2 95 3 77 77 84 0 1 1 80.938
2 96 0 58 55 67 0 2 0 82.333
2 97 0 64 65 82 0 2 0 80.625
2 98 3 77 82 84 1 2 1 85.06
2 99 12 55 60 63 1 2 0 68.5
2 100 0 90 83 88 0 1 1 78.854
2 101 0 90 91 93 0 2 1 92.938
2 102 7 90 82 92 0 2 1 91.625
2 103 7 61 63 70 7 2 0 63.438
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Group: 1 = Academies Gender: 1 = Male Promoted: 0 = No
2 = Traditional 2 = Female 1 = Yes
score
# of
Academy A, Student Disciplinary
Group B, C, or D # Abs Science Math Literature Referrals Gender Promoted GPA
2 104 1 91 73 91 0 1 0 77.5
2 105 1 76 79 86 0 2 1 90.176
2 106 1 76 79 86 0 2 1 90.176
2 107 0 83 74 92 1 2 1 86.854
2 108 0 90 79 86 0 1 1 85.833
2 109 0 80 67 88 0 2 1 82.5
2 110 1 66 78 74 1 1 1 81.146
2 111 0 72 79 88 0 2 1 87.583
2 112 1 91 72 72 0 2 1 77.957
2 113 0 91 80 90 0 1 1 82.52
2 114 1 91 91 93 0 2 1 92.388
2 115 1 91 91 91 0 1 1 87.667
2 116 4 62 59 58 3 1 0 65.097
2 117 1 81 75 91 0 2 1 86.813
2 118 4 60 45 51 0 1 0 69.422
2 119 0 85 84 92 0 2 0 79.125
2 120 0 91 80 82 0 2 1 88.5
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